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ABSTRACT
The Problem and Purpose
One of the most vital social problems for students in all grades from
kindergarten through college is friendship. After school days are completed
the mobility of our society is such that building relationships continues
to test the interpersonal competencies that students develop during school
days. The average family moves once every five years. This necessitates
building a new set of relationships and hopefully of friendships.
The purpose of this study was to identify the basic skills of friend-
ship building and then design exercises that could be used by the ordinary
teacher in the classroom to facilitate the development of these skills.
Procedure
In order to identify the variables connected with friendship building
selected authors of the ages beginning with Aristotle were reviewed.
Extensive use was made of Fitts' (1970) Interpersonal Competence:
—
The Wheel
Model. Also a technique called Friendship Focus was developed to help individuals
- 2-
identify what the variables of friendship were for them. The variables
identified by these sources were constructed into a developmental theory of
friendship building.
Among the variables identified in this theory the cardinal variables
upon which the others turn are involvement and empathetic understanding.
These two variables became the emphasis for the classroom exercises that
were developed. In order to increase involvement and empathetic under-
standing low risk, high satisfaction exercises were designed to establish
the conviction that the participant had the ability to become involved and
to be understanding. Exercises in active listening were also used to promote
empathetic understanding. The classroom experience covered sixteen sessions
during four weeks. Each session contained from four to six exercises and
lasted about an hour.
In order to refine the exercises they were pilot tested in the seventh,
middle seventh, and high eighth grades during May and June, 1972 in the
South Hadley Intermediate School, South Hadley, Massachusetts. An Involvement
Scale and an Understanding Scale were developed to measure verbal involvement
and understanding. Using Solomon's Research Design half of each treatment
group and half of each control group was pretested. The entire group was
post tested. The design, through the uses of the two way classification
analysis of variance on the post test results, showed the control vs. treat-
ment groups difference, the pretested vs. no pretest groups difference, and
the pretest-treatment interaction. Daily feedback was also gathered from
the facilitator and cooperating teacher concerning the effectiveness of the
exercises. Periodic written feedback was gathered from the one hundred and
ten participants concerning their reaction to the exercises.
-3-
Summary
, Implications, and Recommendations
The three groups responded differently to the exercises. The low
seventh group found some of the exercises difficult. The treatment group
showed a significant increase over their control group at the <.023
level on the Involvement Scale and at the <.004 and <.014 levels on the
two forms of the Understanding Scale.
The facilitator and cooperating teacher reported the middle seventh
group participated in the exercises with greater ease than the low seventh
group. However, their increase on the Involvement Scale was only at the
< .107 level, and the < .001 and <.006 on the Understanding Scales.
The facilitator and cooperating teacher noted that the high eighth group
participated in the exercises with greater ease than either of the other two
groups. However, the treatment group only showed an increase above the
control group significant at the <.071 level on the Involvement scale.
On the Understanding Scales the high eighth group showed a reversed trend.
The control group scored higher than the treatment group at the <.085 and
< .030 levels of significance. Only the high eighth group showed a
significant pretest-no pretest difference. On both the Involvement Scale
and the Understanding Scales the pretested group scored significantly higher
than the non-pretested group. The only treatment-pretest interaction of
significance <..05 was in the low seventh level on the Involvement Scale.
The purpose and procedure of each exercise is described session by session.
The results of each exercise as seen by the facilitator and cooperating
teacher is stated. Nineteen implications for improvement of the exercises
are offered with eight recommendations for further study.
CHAPTER I
NATURE AND BACKGROUND OF THE STUDY
STATEMENT OF THE PROBLEM
"Probably friendship is the most vital social problem for
students in all grades from kindergarten through college" (Glasser, 1971,
p. 171). William Glasser also stated that we as a whole class starting
from kindergarten should start talking about the following questions:
"How do you make friends?"
"What is a friend?"
"Do you have a friend?"
"How do you find a friend?"
"19 it good to have a lot of friends or just
a few friends?"
He ended his discussion with the statement, "Knowing how to make friends
gives one a better chance to succeed in school and in life generally"
(Glasser, 1971, pi 172).
Development of Friendship Applied to Early Adolescence
Hevighurst applied this specific theme to early adolescence. The
first task of the early adolescent was described as "achieving a
new and
more mature relation with agemates of both sexes" (Havighurst, 1953,
2p. 111). By this, Havighurst meant the making of mutual friends. The
lone wolf was considered low on his Behavior Description Performance
Scale. He further stated that the adolescent task of social development
is carried through high school and into the college years. According to
findings, it is only toward the later college years that students have
learned the lessons of adolescent social life well enough to remove it
from the focus of their attention. Failure to develop properly during
this age span can carry over into adult life and make married life
difficult or impossible.
The Role of the Schools
Most people would agree that our schools give the student the
opportunity to meet peers, to make friends, though some would hold that
the conditions for this are far from ideal. At some time during their
school years most students read poetry or prose praising "My Friend" or
"The Value of Friendship," however there is a grave question regarding
how many schools are able to teach the answer to the first question that
Glasser asks, "How do you make friends?" (Glasser, 1971, p. 172).
Preparation for Change in Location
Statistics indicate that the average American family moves to a
different home approximately once every five years. For many parents,
this means a new school and a new environment for their children. The
children are forced to build new friendships in this new setting. But
the question arises, where do they learn the basic skills needed in this
daily process? This is not a problem reserved for children. It is a
3problem that must be faced by the banker, the barber, and each individual,
as well. When a family moves, all its members are faced with the challenge
of building new friendships, re-building other friendships, and strengthen-
ing a few special friendships. Some individuals have a natural skill
^or friendship building. Others have developed, possibly with some
painful learning experience, the basic skills for friendship building.
This study is an attempt to offer one alternative for teaching a
classroom of students the basic skills needed for friendship building.
Because friendship building reaches a new importance as the child reaches
early adolescence, these efforts will be directed to that stage of
development.
PURPOSE OF THE STUDY
The purpose of this study is to identify the basic skills of friend-
ship building. Exercises were generated that facilitated these identified
basic skills. In order to further perfect these exercises, a pilot was
taught to a group of junior high school students, and the effects of
this teaching were measured. The conclusion of this study gives
implications and recommendations for further investigation regarding
friendship.
ASSUMPTIONS OF THE STUDY
This study made the following assumptions:
1. Friendship flows from the very nature of man.
It comes not from weakness of human nature but
4from the perfection of that nature.
2. Since friendship flows from the very nature of
man, there are certain commonalities based on
man’s common human nature that can be found in
all friendships. These commonalities transcending
both time and space.
3. In addition to these commonalities, each friend-
ship is unique according to the uniqueness of the
individuals in the relationship.
4. Friendship building involves a certain learnable
set of skills.
5. These learnable skills can be improved in the
classroom situation.
6. If the individual skills are improved in the class-
room environment these skills will, by transfer of
training, improve the building of friendships in the
non-classroom environment.
DESIGN OF THE STUDY
The following procedures were followed to achieve the purpose of
this study.
1. In order to establish the commonalities of friend-
ship, a review of literature concerning friendship,
beginning with the works of Aristotle, was made.
2. The theoretical basis of this paper was constructed
from this material.
J3. Several cardinal skills were selected. A set of
exercises were constructed so that these key skills
could be taught and, hopefully, improved in the
classroom.
- 4. Instruments were designed so that feedback could be
gathered concerning the success of these exercises
in increasing the cardinal skills of friendship.
5. The exercises were pilot tested with a group of junior
high school students.
6. The participants were pre-tested and posttested. A
research design was used (Solomon's Four Group Design)
so that the effect of the pre-test could be distinguished
from the effect of the experience.
7. In the light of the feedback analysis, implications and
recommendations were made for the strengthening of the
exercise and for further studies on friendship building.
LIMITATIONS OF THE STUDY
This study was limited by the following:
1. Even though the assumptions recognize certain
commonalities of all friendships which are based
on human nature and a certain uniqueness of each
friendship based on the uniqueness of each individual,
the concentration in the series of exercises was
upon two cardinal basic skills common
6to all friendship*
2. The commonalities discussed in this paper are not
universally looked at from the nature of "mankind,
but as seen in human nature from the Greek-Roman-
Christian viewpoint of Western Culture.
3. This study concentrates or the two cardinal skills
of friendship building: involvement and under-
standing.
4. The following six Null Hypothesis were tested:
There will be no significant difference between
the performances of the experimental and control
groups on the post-test Involvement Scale.
H£ There will be no significant difference between the
group performances of the group that receives the
pretest and the group that receives no pretest on
the post-test Involvement Scale.
There will be no significant difference between the
performances of students in the two independent
variable groups on the post-test Involvement Scale.
H. There will be no significant difference between the
4
performance of the experimental and control groups
on the post-test Understanding Scales.
*For a brief summary of research done for this study on the uniqu
ness aspect of friendship, see Appendix III on Friendship Focus.
7There will be no significant difference between the
performances of the group that receives the pretest
and the group that receives no pretest on the Post-
Test Understanding Scales.
Hg There will be no significant difference between the
performances of the students in the two independent
variable groups on the Post-Test Understanding Scales.
These questions follow Popham’s suggestions for analysis
of two-way classification of variance (Popham, 1967,
p. 204).
5. The series of experiences was limited to the classroom
even though the researcher assumes the transfer of
training did carry over to the non-classroom environment,
the measures of increased involvement and understanding
for this study were limited to the classroom.
SIGNIFICANCE OF THE STUDY
Refinement of Existing Knowledge
The earliest writings show that the human race has always known
some form of friendship. Trust, understanding, and the ability to respond
to another’s unexpressed needs have also existed. There have, especially
in recent years, been trust exercises, listening-understanding exercises,
and exercises to help show how to respond to another s unexpressed needs.
Techniques that make use of fuzzy concepts and achievement pattern
8analysis exist today. In this study, the aforementioned already existing
elements have been organized in a way that focuses specifically on
developing the basic skills of friendship building. This focus has been
used to refine the different techniques and exercises employed during
the field work done for this project. The researcher believes that his
refinement of both the techniques and the friendship building exercises
devised for the purpose of this study will adequately serve the stated
goal, "facilitating the skills of friendship building."
Extension of Existing Knowledge
The researcher hopes that the techniques developed herein will make
it possible for many people to find a personal definition of the qualities
that make a friend. In Chapter Two of the dissertation, the term "friend"
is defined, and some old knowledge is clarified through the analysis of
data collected during the field work for this study. Possibly with this
clarification of old knowledge will come clearer data for a more
comprehensive theory of friendship. This study was limited to the re-
finement of the techniques, and to the generation of exercises designed
to facilitate the development of the basic skills of friendship building,
and the pilot testing of these exercises in junior high school. The
researcher also hopes that if this attempt proves to be successful, in
the generation of the skills needed for friendship making, new insights
will be gained that can aid in subsequent explorations.
9To the Practitioner
The techniques have been generated with the classroom teacher who
will become the practitioner, in mind. The exercises have been con-
structed in such a way that the average teacher will be able to use
them with reasonable effort and a minimum of formal training. The
materials and techniques have been designed so that the teacher who
"always wanted to do something in the line of friendship building but
just did not know what to do," will have information and guidance
regarding this goal. It is hoped that these exercises will offer such
teachers an excellent oppportunity to do something about the Glasser
statement, "Probably friendship is the most vital social problem for
students in all grades from kindergarten through college" (Glasser, 1971,
p. 171).
To the Professional Peer
Several things in this study may interest the professional peer.
First, the development of the technique for defining friendship comes
from Professor T. Hutchinson’s Defuzzying Fuzzy Concepts , (1970, 1971).
This work’s success in facilitating a definition of friendship should
offer the professional peer a new avenue for exploration. Second, the
researcher found that his professional peers expressed extreme interest
in both the techniques and the project. The de-briefing session after
the Friendship Focus was used with professional peers was the most
productive of any de-briefing session held. This reaction indicated
that professional peers saw this study as one that fit into
their motivated
10
interests. This was especially true of those professional peers who
were in Humanistic Education.
»
Study’s Relevance to Humanistic Education
Weinstein stated that most pupil concerns in school fall into one
of three broad classifications: self-image, disconnectedness, and
control, (Weinstein, 1970, p. 39). This study is a study in connected-
ness, i.e.
,
how "I can relate to people in a successful way." An attempt
will be made to help people see what kind of behavior will make it
possible to relate satisfactorily to other people. Hopefully, a deeply
satisfying way of relating with other people will result. These exercises
incorporated into this study were designed to help people form connections
with other people who were willing to be connected to them.
Study’s Relevanca to Value Clarification
In December of 1971, a group of students that was concerned about
values drew up a list of possible areas of investigation. One of these
areas suggested was an investigation and clarification of what is the
value of friendship to me. In this study, the researcher attempted to
develop techniques whereby the individual could study the patterns of his
own behavior and then formulate exactly what a friend meant to him. In
the de-briefing session held on the friendship focus, Professor
Weinstein observed that a friend means different things to the individual
at different tines. An individual's definition of friendship
would depend
on that individual's felt needs at a particular moment or
period of time.
11
If this is true, the value of a friend would not only differ between
individuals but would also differ for any one individual at different
times of his emotional growth and be dependent on his then-present needs,
(c.f.. Appendix III for Friendship Focus).
Researcher’s Motivations for Developing the Study
The researcher's interest in writing this dissertation was triggered
by a group of high school boys who were helping to develop - a curriculum
that was relevant to them. This was at Padua High School, Padua, Ohio.
When these students were asked to write and explain something that was
of value to them, the first thing chosen by eight of the thirty-two
present was friendship. Ninety-five per cent of the group subsequently
expressed a desire to answer the question, "How to build friendship?"
In the sixteen curriculum building groups of thirty-five students each,
friendship was always mentioned as something relevant to their life and
their needs. When attempting to help them solve this problem, the
researcher found himself incapable of giving much material on "How to
build friendship." He could find a few descriptions of what a friend
is, most notably in Fromm's The Art of Loving (Fromm, 1956, p. 23, ff).
He found many glorious works in praise of "My Friend" or "The Value of
Friendship," but he could find nothing that gave satisfactory directions
on "How to build Friendships." Looking back over his own long years of
formal schooling, he could recall no class that was directed to helping
him solve this most vital social problem. In the talks and discussions
during the curriculum building sessions with the high school boys, the
12
researcher became convinced that something could be developed and applied
in that curriculum building situation that would prove valuable to both
students and teachers.
ORGANIZATION OF THE STUDY
Chapter I of the study contains the statement of the problem,
purpose of the study, the assumptions of the study, the design of the
study, the limitations of the study, the significance of the study, and
the organization of the study.
Chapter II gives the Theoretical Basis of the Study. The first
section contains a review of writings about friendship by authors who
lived from ancient times to the present. Special emphasis is placed on
Aristotle, Cicero, New Testament, Fromm, Gibb, Maslow, Montaigne, Schutz,
and Fitts. From the review of literature the basic theory of the paper
was developed. The second section relates all the variables of friend-
ship building to the two emphasized in this paper, i.e., involvement and
understanding. The final section of Chapter Two describes the variable
included in the exercises of the sixteen session experience to increase
involvement and understanding.
Chapter III contains a day-by-day description of the series of
experiences. Each exercise is named, and its purpose and procedure
described.
Chapter IV describes the research procedure in detail. The research
design is explained; the measurement of the variables, the sample used,
data collection, and treatment of the data are all described.
13
The qualitative results of the Involvement Scale and Understanding
scales are presented and analyzed in Chapter V. At the end of this
chapter the daily feedback received from the facilitator and classroom
teacher, as well as the periodic written feedback from the participants,
are presented and analyzed.
Finally, Chapter VI contains a summary, and also discusses the
implications of this study and gives recommendations for further study.
CHAPTER II
THEORETICAL BASIS OF THE STUDY AS TAKEN FROM
THE REVIEW OP THE LITERATURE
What are the variables effecting friendship building?
That question is answered in the first part of this Chapter.
Going back to Aristotle, selected authors of the ages were reviewed to
identify the commonalities of friendship. Those commonalities that span
time and place have served as the theoretical basis of this paper, vrom
this basis, the cardinal variables of involvement and understanding have
been selected. In the middle section of this Chapter the relationship
of variables of friendship building are related to understanding and
involvement.
What variables should be included in the experience of friendship
building to offer opportunity for increased involvement and understanding?
This question is answered in the last part of this Chapter.
ORGANIZATION OF VARIABLES OF FRIENDSHIP BUILDING
The variables of friendship building have been organized around
three questions. After a discussion of certain limitations and assumptions
in our point of view are discussed, three questions are to be reviewed.
1. What are the variables effecting the beginning
of a friendship?
15
2. What are the variables that help a friendship
develop and grow?
3. What are the variables of a mature friendship?
Limitations and Assumptions in Western Point of View
Aristotle (Ethics IX, Ch. 9, 1170b), four centuries before Christ,
stated that friendship flows from the very nature of man. Cicero
(On Friendship), writing in the century before Christ, also recognized
friendship as something proper to the very nature of man.
In this study, friendship has been viewed as something flowing from
the very nature of man. Herein, friendship has been recognized as
"Friendship Western Style," one that has been flowing throughout the
western world in the Greek-Roman-Christian tradition. It may well be
that because of different philosophical systems and the resultant
cultural differences inherent in them, that the Eastern idea and ideal
of friendship - which also flows from the very nature of humanity - is
far different than that which is described in the following pages. This
research paper concerns friendship in the Western world.
In literature, friendship has been described in many ways and in
terms of many variables: trust, sincerity, realness, care, openness,
love, encouragement, interest, sensitivity, fun-loving, reliability,
personableness, gentleness, calmness, good listening, loyalty, attractive
ness, respect, and so forth. Both literature and experience make it
seem reasonable to accept the following assumption: When speaking of
friendship there are certain commonalities that can be found in most
friendships and, above these, each friendship is unique according to the
16
uniqueness of the individuals in the relationship.
William Shutz (1958, p. 196) recognized these commonalities when he
pointed out that every individual has three interpersonal needs:
inclusion, control, and affection. Fitts (1970, p. 13) recognized this
sameness when he developed Schutz’ s three needs into ten variables. The
ten were not meant to be taken as totally different from Schutz’s three,
but as a finer series from the same thre^ elements. Fitts stated:
If the focus were entirely upon relationships, these ten could be
combined into a smaller number of components. However, I am more concerned
about the interpersonal behavior of the individuals in the relationship
than in the relationship itself" (Fitts, 1970, p. 13). On the other
hand, Schutz recognized that the compatibility of two or more people
would differ as their ability to satisfy reciprocally each other’s inter
personal needs differed. Their compatibility would also vary as they
complemented one another with respect to originating and receiving
behavior in each of the three need areas. Finally, their compatibility
would vary as their similarity with respect to the amount of interchange
they desire with other people in each need area changed (Schutz, 1958,
p. 200).
The wide variety of variables identified as "most important" in the
Friendship Focus seemed to confirm that people’s needs varied. The
technique used in "Friendship Focus" is in Appendix III. Experience
takes us one step further and confirms the fact that at different times
any one individual needs different things. Therefore, since his needs
will be different, his friendship will differ accordingly. Aristotle
17
recognized this when he said, "... and whatever existence means for
each class of men, whatever it is for whose sake they value life, in that
they wish to occupy themselves with their friends; and so some drink
together, others dice together, others join in athletic exercises and
hunting, or in the study of philosophy, each class spending their days
together in whatever they love most in life" (Aristotle, Ethics, 1172a).
To summarize, the researcher accepted the point of view that all
friendships share certain commonalities which flow from the nature of
man. The researcher also believed that each friendship would be a unique
relationship because of the uniqueness of the two individuals who made
up that relationship. This paper will only consider friendships of the
type found in the Western world; such relationships have been based on
a Greek-Roman-Christian foundation.
Variables that Help A Friendship Begin
In the following section the beginning of friendship will be dis-
cussed in terms of the following variables: involvement, democratic
contract, trust, enjoyment of people, and the seeking out of another.
(Certainly no one thinks of all these things when he enters into a new
friendship.) The researcher attempted to look at the beginning of friend-
ship in several different ways because one way might be more meaningful
and helpful than another to any given individual. It could be hypothe-
sized that friendship begins the same way for all people, i.e., with
involvement. However, for each individual friendship such involvement
would happen in different ways, and different emphasis would be placed
on one or more of the following.
18
INVOLVEMENT AND THE DEMOCRATIC CONTRACT - Schutz (1958, p, 199) stated
that interpersonal behavior begins with the need for inclusion. Fitts
(1970, p. 13ff) distinguished between variables that are offered and
variables that are asked for. He believes that before a person could
expect to receive he must offer that which he expects. Before a person
could expect another to become involved with him, he must first extend
the offer to become involved with the other person. The area(s) of
involvement that two individuals chose would depend on the circumstances
that existed at the beginning of their interpersonal relationship.
A salesman and shopkeeper could begin involvement by talking about safe,
general things like the weather, then get down to discussing business
and, possibly, even more personal things as their friendship began to
develop. Fellow workers would probably begin their involvement by using
their work as the basis. The exact topic of the involvement would not
be too important. The contract offered would be of much greater
importance for the development of friendship than would any other factor.
This contract would not be a formal written document, but the responsi-
bility and freedom with which the individuals treat one another. Re-
sponsibility in friendship is defined as the extent to which each party
exercises control and direction of his own and/or the other's behavior.
Freedom is defined as the extent to which a person allows himself and
the other unrestricted behavior in the relationship.
These two responsibility and freedom, are highly interrelated. For
example, if one allows another to control or be responsible for him,
then one is no longer free. One may resent his lack of freedom to the
point that he would make little effort to understand the other person.
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The contract, i.e., the relationship between responsibility and freedom
that would help develop the friendship is the democratic contract, one
in which each party treats the other as a person of equal value and
worth. For example, a deep relationship could develop between teacher
and student - a relationship in which the teacher retained the role of
teacher but accepted the student as a person of equal value and worth.
On the other hand, a teacher might spend much time telling students how
much he wanted to help them - but if the teacher assumed the responsi-
bility for controlling the direction of his own and the student's
behavior, the contract would certainly not be democratic. The relation-
ship would probably not grow, unless an individual student needed to be
dependent. Such a relationship would be similar to a child-parent
relationship, i.e., one of dependence rather than one with interdependency
friendship.
The ten variables of Fitts' Wheel Model of Interpersonal Competencies
are shown on the following page. The well ordered wheel would move
from left to right, first offering, then seeking. Important factors
in the development of friendship include:
TRUST - The material from which the wheel is made is trust. Trust gives
a relationship strength and flexibility. If a relationship is too soft
or too brittle, it will not be able to withstand the changes of time.
Jack Gibb saw the act of trusting as che only way that one can be
personal. The distrusting person would show his distrust in many ways,
the basic pattern of which would be "being in role" (Gibb, 1968, p.
167).
"As I make contact with another person in depth, I
care for him, find
him loving, find him worthy of my love, and find myself
drawing closer
FITTS 1 WHEEL MODEL OF INTERPERSONAL RELATIONSHIP
SEEKING SELF OFFERING SELF
Spoke Components The Other Components
1- Involvement
2- Responsibility
3- Freedom
4- Understanding
5- Openness
6- Caring
7- Acceptance
Limits (hub and rim)
Consistency (tire)
Faith-Trust (material of wheel)
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to him. This is the same as saying that I find the person with whom I
am in deep contact a trustworthy person, toward whom I have little or
no fear, and around whom I can come out from behind my roles to meet him
as a person" (Gibb, 1968, p. 167).
The researcher has found that when he has begun to show trust to
another by sharing with him something of himself the other would usually
begin to share with the researcher something of himself.
ENJOYMENT OF OTHERS - In a private interview granted to the researcher
by Jack Gibb in April of 1972, Gibb stated that when working with groups
he makes a great attempt to first enjoy the people he is working with.
This statement offered another method of looking at the beginning
of involvement. Step one would be for an individual to consider becoming
involved with three people. The first of the three might want to become
involved because he wants to be a great friend to all. The second
person would become involved with the party seeking the three friends
needs his friendship because that party felt miserable. The third would
become involved because he enjoyed being with the party. The question
arises regarding which one of the three the party seeking friends would
be more inclined to continue the involvement? Certainly most people
would reply "the third" because it would be a compliment that another
enjoyed bein', with them. A person feels honored when another takes
pleasure in being in his presence. Aristotle recognized enjoyable
companionship as one of the greatest marks of friendship. However, he
stated that a friendship based on taking pleasure in another is not the
22
most perfect form of friendship. This difficulty is discussed later.
The researcher believes that one of the easiest ways of getting involved
with people is to learn to enjoy them as they are.
GENUINE INTEREST IN OTHER PEOPLE - Many people have not accepted Dale
Carnegie’s book How to Win Friends and Influence People because they see
it as manipulative. During his data gathering, the researcher found
that the youth of today are looking for friendship in depth rather than
a surface relationship. However, if by "Becoming genuinely interested
in other people," (Carnegie, 1936, p. 86) the author meant learn to
enjoy others, Carnegie was referring to one of the greatest compliments
that can be payed to anyone, whether by an old friend of many years or
a new acquaintance of two minutes. A genuine compliment is not
manipulation.
ACTIVE LISTENING AND THE APPRECIATION OF ANOTHER - The researcher had
been teaching active listening to a class of junior and senior high
school students. The students had drilled to help them tell a story
and to explain their feelings about some event. It felt good to have
my partner, a student, both help me and tell his story.
During this period of time, the researcher was faced by the problem
of visiting some older people with whom he had few interests in common.
The researcher thought he could do little for the older people
except
see them for a few minutes. The researcher could take them
nothing
because they had everything they needed. Then two things
came together
in the researcher's mind: first, to have another enjoy the
researcher's
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life and activity was certainly thrilling; second, being an active
listener would help the other person explain his story more fully. In
the full explanation of the story or event, the active listener could
more fully enjoy the described activity as the participant saw it him-
self. Armed with these two techniques, the researcher made his visit.
The researcher listened while the others told him how to cook and how to
buy at bargain prices. The researcher listened more and learned how
to clean a house and how not to clean a house. Although these topics
did not interest the researcher, they were important to those he was
visiting, and, as seen through their eyes, these topics became not only
interesting but even enjoyable. The researcher’s active listening helped
his friends tell their feelings and thoughts more fully. He could see
that they were thrilled at his appreciation. To his great surprise, he
enjoyed the visit. He felt his own life was fuller for having experienced
their activities through them. The researcher and his older acquaintances
had become involved in a new way.
In the light of the above, Carnegie's rule five "Talk in terms of
the other man’s interest," appears manipulative (Carnegie, 1936, p. 133).
His rule six might be changed from "Make the other person feel important
and do it sincerely," to "Learn to enjoy the important things in the
other person’s life as he sees them."
A summary of the variables associated with the beginning of friend-
ship makes it clear that involvement of some kind comes first. Once
the individuals have become involved they can offer each other some
kind
of a contract that represents the responsibility and freedom each
accepts
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for the friendship. If trust were present, the relationship would
probably grow. Other variables that would help the relationship begin
are enjoyment of each other and interest in each other.
The next area to be examined is
,
"What are the variables that help
a friendship grow?"
The Variables that Help A Friendship Grow and Develop
In the Wheel Model of Interpersonal Relationships, "Openness" and
Empathic Understanding" follow the democratic contract of responsibility
and freedom. Empathic Understanding is defined as the extent to which
each person "receives" the other, knows him, and perceives him as if in
his shoes. Openness is defined as the extent to which one knows him-
self and is able to share this knowledge with another.
After the friendship has been started with involvement, the kind of
contract offered by both parties will have to do with answering questions
about Understanding and Openness. Some of the questions that would come
up are: "Shall I bother to understand his feelings; do I dare to share
with im how I really feel; must I play a role for him; do I really want
to be myself?" If a person knew himself and was willing to share that
knowledge with his friend, this would encourage the friend not only to
share in return, but help the friend understand him as if the friend
were in the other’s shoes. The friend who shared things about himself
would increase the Empathic Understanding of the other person.
People are not able to directly control their emotions. A person
cannot will himself to care for and accept another. But if a person
has Empathic Understanding of another person (i.e., as if we were in
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their shoes), care flows naturally. Erich Fromm (1956, p. 24) called
this understanding the knowledge of the person at the core rather than
periphery knowledge. Cicero defined friendship as "nothing else than
complete sympathy in all matters of importance" (Cicero, On Friendship,
#20) . Once a person has become aware that his friend really understands
him as he understands himself and perhaps even helps him understand him-
self, the person will be much more ready to share with and be open with
that friend. Once a person has felt the caring and acceptance of a
friend, it becomes much easier for that person to care and be accepting
in return. It seems that there may be a spiral effect with the factors of
openness, empathic understanding, caring, and acceptance becoming parts
of the spiral. When a certain level has been reached and reciprocated,
it becomes a firm basis for reaching toward a new level. Thus the
friendship would develop and grow.
RESPONSIBLE - Fromm offered a slightly different view of responsible and
responsibility than did Fitts. Fromm first looked at the meaning of
responsible, i,e., being able and ready to respond.
One of the beauties of friendship is that it makes life much fuller.
To be able and ready to respond to a friend is an extension of self. An
individual becomes more through activity, sharing, and fullness of
relationship with another. The activity flows into the friend, is
immediately received, and flows back in two ways. First, the friend has
received it and that is a value. Secondly, the friend responds and
this,
in turn, re-motivates and encourages the self to continue.
This is the
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synergy of friendship. Abraham Maslow defined this as: "The synergy
concept can also be applied on the individual level, to the nature of
interpersonal relationships between two persons.
. . that somehow two
people have arranged their relationship in such a fashion that one
person's advantage is the other person's advantage rather than one
person's advantage being the other's disadvantage" (Maslow, 1968, p. 76).
Erich Fromm also explained the responsibility involved in friendship as
the entirely voluntary act by which one responds to the needs, both
expressed and unexpressed, of another human being, (Fromm, 1956, p. 23).
This factor which is part of the commitment of friendship is discussed in
the last section.
CIRCLES OF DEVELOPMENT - The sharing of activities by friends can be
represented by the development circles. It should be noted that each
circle increases in size as the amount of sharing increases. The friends
are not only growing together in closeness, they are becoming more self-
actualized by their interaction. As Fitts explained: "Man cannot be
fully self-actualized until he releases and develops his potentialities
for caring. When this does occur, other potentialities are also
released which, when developed, carry man even higher on the ladder of
self-actualization" (Fitts, 1970, p. 23).
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"IRCLRS OF GROWTH
Before contact
Involvement begins
Openness and Under-
standing leading to
caring
.
Caring leads to
Acceptance and auch
of their happiness
is held in common.
Happiness and
self-actualization
almost totally
held in common
.
Individuality still
exists, but ''iUsness"*
_is firmly established.
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In summary
,
the variables that help a friendship grow are empathic under-
standing and openness. People cannot control their emotions directly.
But if a person tries to emphatically understand another, the other will
be encouraged to be more open. The increased openness will aid the
spiral effect until increased empathic understanding is reached. At the
same time, the feeling of care and acceptance will be generated.
Variables of a Mature Friendship
In this section three variables will be considered:
1. The last stage of Fitts’ Wheel Model of Interpersonal
Competencies: Caring and Acceptance;
2. The need for some type of commitment to work for the
good of the friend.
3. The question of whether friendship is something entered
into because of need or lack of some other reason?
CARING AND ACCEPTANCE - Caring and Acceptance are at the end of the list
of elements considered in Fitts’ Wheel Model. Caring is defined as
the extent to which concern is felt for the other party. Acceptance is
defined as the extent to which positive regard or caring is unconditional,
i.e., a willingness for the other to be what he is without changes required
or demanded as a condition for caring (Fitts, 1970, p. 14).
Fromm called for friendship to have a mutual respect and described
it as a concern that the other grow and unfold as the other actually is.
"I want the loved person to grow and unfold for his own sake, and in his
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own ways, and not for the purpose of serving me" (Fromm, 1956, p. 24).
Aristotle stated that those who wished well to their friends for
their own sake (i.e.
,
the friends') were truly friends. The researcher
would certainly have to agree. However, the researcher found that he
disagrees with Aristotle's statement regarding three kinds of friendship;
Utility, pleasure, and good. The researcher believes that in the real
world friendship can begin for any one of those three reasons. In fact,
if one shows his friends that he takes great pleasure in them, that he
enjoy them, he is certainly honoring them. Likewise, if one shows them
that they are of great usefulness or worth to him, he is also honoring
them. The researcher believes that the difference could not be found in
the presence of one of many motives for friendship but in the guiding, or
highest, motive. If one accepts a friend only because he enjoys the
other person, only because the friend is of use or worth to him, and in
no way wishes the other person good for that person's own sake, then one
has established an improper friendship. However, if one enjoys his friends
and finds them very useful but at the same time, AND ABOVE ALL , wants his
friend, for the friend's own sake, to be what the friend wants to be,
then it seems that all is in order. On the other hand, to want one s
friend to be for the friend's own sake and in no way enjoys the friend
and finds him useful or valuable to one's self, seems to have something
lacking. Therefore, the researcher regards Aristotle's definition of
three kinds of friendship to be more the principle motive for the friend-
ship rather than three mutually exclusive kinds of friendship.
Although
the researcher feels that he needs to enjoy his friends and let them be
of service to him, he believes this aspect should never be
gained at the
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cost of his friends becoming something they should not become. The
researcher believes that his first priority should be a commitment to
what is good for his friends. The achievement of this level in friend-
ship would lead to commitment.
COMMITMENT - Care and Acceptance seem not to be enough for a mature
friendship. Montaigne, Aristotle, the New Testament, and Fromm all
spoke of some commitment by a person to help a friend. Montaigne stated
that the friend would want to please the other party, and that the measure
of a friend was to that person's actions. Aristotle spoke of friend-
ship as mutually recognized goodwill. The researcher believes this is an
important point because the elements of care and acceptance are not
enough to form a mature friendship. To form such a friendship, one's good
will toward the friend must be put into practice. Fromm explained this
commitment in terras of responsibility. Responsibility to Fromm meant
the voluntary response to the needs, expressed or unexpressed, of the
other human being (Fromm, 1956, p. 23). In other words, the caring for
a friend does not stop at the emotional state. One does not just feel
caring toward the friend, one takes action for the friend. Montaigne
stated, the measure of friendship is action (Montaigne, 1533). This
statement is easy to understand if one considers the circles of friend-
ship growth. As the two people involved in a friendship become mutually
more understanding to the point where each experiences the other as if
in the other's shoes, the mutual concern and sharing of happiness achieved
by the two tends to become like the oneness described by Montaigne. This
does not involve a situation in which one does something for his friend
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in which the friend receives and one loses, but does involve a situation
where one responds to his friends needs, expressed or better, unexpressed,
and both parties become emotionally enriched. The researcher between that
the Usness or oneness must certainly be great for the commitment of the
New Testament to be true, MA man can have no greater love than to lay down
his life for his friend" (Jn. 15:13).
REASONS FOR THE NEED FOR FRIENDSHIP - Does having friends take away one's
independence and increase his dependency? If friends differ according to
one's needs, is it not true that one only wants friends because one lacks
something? Cicero asked if men desire friendship because of their own
feebleness and inadequacy, because they feel that by exchanging mutual
services they may be able to give and receive things that would be beyond
their individual and separate powers? Aristotle asked if the happy man
needed friends. Maslow asked the same question about the "self-
actualized man" (Maslow, 1954, 1970, p. 166).
Cicero answered his question about feebleness and inadequacy by
pointing out that men with friends will certainly accomplish things that
are beyond their individual and separate powers. But he further stated
that Friendship takes its beginning from our very own nature. Aristotle
also says that true friendship is rooted in the very nature of man
(Aristotle, VIII, //3) , (Cicero, On Friendship, #26).
Upon examining the question, "Does a happy man need friends?
Aristotle stated that some say that the supremely happy and self-sufficient
have no need of friends; while a friend, being another self, furnishes
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what man cannot provide by his own effort. However, Aristotle then argued
that if one is supremely happy he will have all good things and, since
friendship is one of the greatest goods, the supremely happy man will have
friends.
Maslow pointed out that the group of highly self—actualized people
he studied all had deeper and more profound interpersonal relations than
the ordinary adult. The people with whom such relationships were held
were also usually more highly selfactualized
,
and the circle of friends
held by self actualized people was usually small in number.
Possibly the difficulty of Aristotle’s definition of friendship is
to be found in over-emphasis on the principle of the exclusive middle,
i.e., between dependent and independent there is no third. However, if one
will accept the interdependent person as an independent person who freely
chooses to relate to another person, interdependence is neither dependency
nor independency as such. When two people freely become interdependent
syngergism can occur, so that the effect of their efforts is greater
than the sum of their individual efforts. Thus the advantages of one
person would become the advantage of the other because of the inter-
dependence that existed within the friendship. Therefore, the researcher
believes that friendship should be looked upon less as flowing from what
is lacking in human nature and looked upon more as a fulfillment of
human nature. As a magnificant example of synergism, two friends become,
through friendship, greater than either could be individually.
In summary, three variables that are present in a mature friendship
are (1) care and acceptance, (2) commitment, and (3) synergism.
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The variable of friendship building as experienced in the Greek-
Roman-Christian Western world are many; the variables treated in this
study are discussed in the following chapter.
VARIABLES EMPHASIZED IN THIS STUDY
In the last section the variables that relate to the beginning,
development, and maturity of friendship were discussed. A decision had
to be made regarding which of these many variables would be concentrated
on in this study. To reach this decision, two things needed to be
considered. First, since one purpose of this study was to develop
exercises that could be used in the classroom to strengthen the basic
skill of friendship building, the variables selected for emphasis had to
be adaptable to exercises that could be used in the classroom. Second,
the variables selected for emphasis had to be cardinal or key variables
so that their elaboration would encourage and strengthen many of, if not
all, the other variables that relate to the skills of friendship building.
The two variables that met the above two criteria were judged to
be (1) involvement and (2) empathetic understanding. The first criteria
is adaptability to the classroom. Since exercises do exist that could
be used in the classroom to increase involvement and understanding and
since other exercises could be developed, involvement and understanding
was judged adaptable to the classroom.
The second criteria relates to their cardinal or key position
related to the other variables of friendship building. The position of
involvement and understanding will now be examined in relation to the
beginning of friendship, growth of friendship, and maturity of friendship.
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Friendship began with involvement and democratic control that was
free and responsible. Fitts (1970 p. 13ff) defined responsibility as
the extent to which each party exercised control and direction of his own
and/or the other's behavior in the relationship. Freedom was defined as
the counterpart of responsibility. Freedom was explained as the extent
to which a person allowed himself and the other unrestricted behavior in
the relationship. Certainly if one inhibited oneself from becoming
involved with another, he could not consider exercising control and
direction of his own and/or the other's behavior in the relationship.
Therefore, without involvement there would be no place for improvement
of the proper responsibility needed for a good relationship. Thus,
stopping ones own involvement would become the total restriction of
behavior in the relationship and freedom to relate. To relate would be
totally cut off, in so far as any specific relationship was concerned.
Also if one would not permit himself to become involved in a relationship,
there would be no possibility that trust, enjoyment of others, and genuine
interest in others could exist. On the other hand, involvement would
not assure one that his skills of accepting the proper amount of
responsibility, permitting the appropriate amount of freedom, trust,
enjoyment of others, and interest in others would be able to grow without
his making mistakes. However, involvement would, at least, permit growth
and, with it, its accompanying mistakes that might also encourage growth.
So involvement could be regarded as the key to both the beginning of
friendship and the growth of friendship.
Understanding is somewhat related to the beginning of friendship.
It promotes trust, makes involvement easier , and encourages
the proper use
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of responsibility and freedom. On the other hand, understanding is
more properly related to the growth and maturity of friendship. In the
previous section two variables that are especially related to the growth
°f friendship - understanding and openness - were discussed. Understanding
was described as the extent to which a person "receives" the other,
knows the other, and perceives the other as if in the other's shoes.
Openness was described as the extent to which one knows himself and is
able to share this knowledge with another.
The researcher found that as one becomes rcore understanding, one
makes it easier for another to be more open. Looking at it from the
negative side, if one shows another that he is not understanding he forces
the other to take the questioning attitude, "Why should I be open with
him, he will not understand me anyway!" On the other hand, if one is
empathetically understanding, the other will be encouraged to be open
and trusting. In other words, when a person is encouraged by another's
warmth and understanding, the person will also tend to become more open
and understanding.
The researcher found that three characteristics of a mature friendship
are caring, acceptance, and commitment.
Caring is defined as the extent to which concern is felt for the
other party. This concern would include some emotion reaction. However,
a person cannot directly control his emotions. A person cannot will
himself to care about another. However, when a person feels empathetic
understanding for another person (i.e., feels as if he was in the other s
shoes), caring flows naturally.
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Acceptance is defined as the extent to which positive regard or caring
^
unconditional, i.e., a willingness for the other to be what he is
without requiring or demanding changes as a precondition for caring.
Understanding promotes both acceptance and caring. Understanding
directly promotes acceptance to the extent that understanding gives a
person the ability to see life from other person’s shoes. When life is
seen from the other’s shoes, it is easier for an individual to feel
positive regard without demanding conditions from the other. Commitment
is the extent to which a person will act in behalf of another, even though
such an act may cost a little or a lot, in emotional terms. Understanding
another helps one to evaluate the importance of the cost to himself from
the view of the benefit given to the other. This ability makes the cost
the more reasonable and therefore the commitment more possible.
To summarize, involvement helps to develop the variable (s) that is
(are) connected to the beginning and growth of friendship. Understanding
helps improve the variables that are connected to the growth and maturity
of friendship.
During the research, the six Null-hypotheses stated on page 5 were
tested to find their relationships to (1) involvement and (2) understanding.
Exercises were developed for the purpose of facilitating the improvement
of the skills of becoming involved with others and of understanding others.
The variable that was most used in these exercises for the purpose
of facilitating increased involvement and understanding is the topic
of
the next section.
.
'
I
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VARIABLES INCLUDED IN THE EXPERIENCE
The last section showed the cardinal place held bv involvement
and understanding in friendship building. In anticipation of giving a
description of the series of experiences that was designed to increase
involvement and understanding the following question will now be explored:
What variables should be included in the exercises of the experience in
order to encourage and to implement an increase in an individual's involve-
ment with understanding of others? Many variables might be included in
such an exercise. Four are discussed here because the researcher believed
that without them, the exercise would not encourage increased involvement
and understanding. The four variables that are to be discussed are:
(1) low risk; (2) high satisfaction (3) active listening; and (4) con-
viction of ability.
Initially, the experiential exercises must offer low risk and
high satisfaction. The exercises must offer the participants the
opportunity to develop active listening skills and develop an awareness
of others and a conviction that "I can get involved with others. I can
understand and be understood by others." Each of these four will now be
treated in this order.
Low Risk
For a person to become involved with another person he must
first act with and/or react to the other. If the situation was such that
to act or react demanded a high psychological risk, the probability
that
the participant would fail to act or react would be increased. Such
a
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situation, in itself, would get in the way of the involvement. Also, if
the activity offered too high a risk, fear, anxiety, and/or tension would
set in. Any of these emotions could, simply or in combination have
several effects. The tension might cause the person to act or react
unnaturally; this would cause frustration and anxiety, which, in turn
would cause the involvement to be quickly terminated. Another possibility
would be that the high risk that caused the fear, anxiety, and/or tension
might cause the participants to elect not to get involved at all.
On the other hand, if the exercise offered low risk, the partici-
pants would be made to feel at ease, even before they entered the involve-
ment. According to Fitts, relaxation makes it easier to experience joy
and achieve a positive experience that would encourage the participant
to continue the involvement that would become the beginning of the friend-
ship (Fitts, 1970, p. 80).
In the exercises in experience that were created during the
study, the researcher attempted to begin with exercises that offered low
risk, so that all participants would have a number of positive, satisfying
experiences. Later some of the exercises in the experience offered a
greater number of high risk situations. As the participants felt more
secure with each other and with the facilitator, they became willing to
risk more with a chosen partner. Thus, the exercises proceeded from
initial involvement and understanding through low risk activities to deeper
involvement and understanding that demanded higher risk activities.
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High Satisfaction
The exercises of the experience were designed by the researcher
to give high satisfaction to the participants. The activities were
designed to be positive and pleasurable in order that both the participants
would be able to successfully achieve high satisfaction. Descriptions of
the variables that effect friendship building were given earlier in this
Chapter, under the headings "Involvement and the Democratic Contract"
(p. 18); "Enjoyment of other£' (p. 21), "Genuine Interest in Other People"
(p. 22)
,
and "A Winning Combination: Active Listening and the Appreciation
of Another as He Sees Himself," (p. 22).
Enjoyment of others was seen as "one of the easiest ways of
getting involved with people." In order to have time to enjoy other
people mutually satisfying -ctivities must be entered into. If the
activity did not give mutual satisfaction, it is easily conceivable that
the involvement would stop. Also, if the activitv had been expected to
increase mutual understanding but was found to actually produce mutual
dissatisfaction, it is conceivable that the dissatisfaction would be
projected from the activity to the other person. Thus, increased under-
standing would be greatly inhibited. On the other hand, since human
beings tend to want to continue what is satisfying, if the exercises
proved to be positive, pleasurable, and highly satisfying, the involve-
ment would tend to increase.
Understanding would be encouraged in a highly satisfying
atmosphere. To reach a state of understanding, a participant would have
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to be willing to reveal some of himself. As people feel more secure
with one another, they tend to be more willing to share themselves
more completely with others. Highly satisfying activities would tend to
increase mutual trust, and make deeper revelation and increased under-
standing possible.
It was felt that the first exercises would have to immediately
produce pleasurable and positive experiences for the newly chosen
partners. As the participants were asked to become involved with more
and still more classmates, the high satisfaction activities were
continued in order to increase the participant's willingness to continue.
By the use of this device, the researcher hoped to build a participant’s
conviction that becoming involved and having a satisfying experience would
not be a goal that could be achieved with only a few friends but rather
an expected occurance brought about by an ability within the person him-
self. This device is more fully discussed in the next section. Also in
the highly satisfying atmosphere of the experience more and more opportuni-
ties are given for self revelation. Therefore, the second last day has
been designated to be devoted entirely to the self revelation of the
dyadic encounter. The use of the positive pleasurable approach was
designed to create high satisfaction that would cause this climax to
produce a greater and deeper understanding of the achievement of friend-
ship.
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Active Listening
Active listening is not constituted of passively hearing what
the other is saying. It also does not involve just the act of active
waiting until the other person either takes a breath or finishes his
story, at which time the listener could himself begin talking. Active
listening is defined as listening to another in such a way that that,
through non-judgemental questions and other reactions, one is really
attempting to understand how the other things and/or feels on a subject.
At times this reaction might even help the other better understand his
own thoughts and feelings. Active listening can greatly increase the
intensity of the involvement and depth of understanding. Given involve-
ment as action and reaction with another person, active listening would
through reaction and questions, increase the intensity of the involvement.
Because most individuals find that having another totally listen and
question one about his activities is a very pleasant and satisfying
experience, involvement is increased because of the high satisfaction of
the experience. As the active listening proceeds, one becomes more
convinced of the caring of the other person and a greater degree of trust
is built. Thus, the need for low risk sharing and superficial involvement
would give way to a deeper, more significant involvement.
It is a difficult thing to understand another. In many conversa-
tions there would be "I want to tell my story" reaction as soon as the
other finished. If deep understanding were to follow, both partners
have to increase their skill in thinking through the others thoughts and
feelings. Active listening promotes deeper understanding because both
parties concentrate on the one persons' thoughts for a time. Understanding
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can not proceed to a point beyond an individual's willingness to share
and reveal himself. When a person gets the feeling that another is truly
listening and non-judgmentally questioning for the purpose of understanding
as if in the other's shoes, trust building can result. When one person
feels that the other really understands him, the increased trust can cause
one to become much more willing to reveal himself. Since active non-
judgmental listening involves questioning the other for the purpose of
understanding, it does much to increase the depth of understanding.
The third session of the series of experiences introduces
active listening through the interviewing of a celebrity. Active listening
is developed more fully in exercises like the "vegetable interview." At
first, the situation offered were such that there was almost no risk.
Eventually, the experience was worked up to the dyadic encounter wherein
the individuals were able to go into as much depth as they chose to do.
Conviction of Ability
There has been mounting research on self-image that questions
the assumption that human ability is the most important factor in achieve
ment. This research has pointed to the student's attitude as the limiting
factor in school achievement (Purlley, 1970, p. 14). If this information
could be translated into the field of student related achievement, it
would probably state that the student’s attitude toward getting
involved
with an understanding of others is a significant factor in his
patterns of
involvement and understanding. If a student truly does not
believe he
has become involved with a number of classmates, he
probably will not do
so. If he is convinced that there is only one other
student in the room
/
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who is worth talking to, he will probably only talk to that one
person. On the other hand, if the student is convinced that he can
become involved with almost anyone, he wiil probably become much more
successful in establishing friendships.
The exercises constructed during this research were designed to
facilitate a student’s becoming involved with, and attempting to under-
stand, a number of other students. As mentioned before, the exercises
were also designed to be high satisfaction exercises that would award
pleasure and fun to the participants. The strategy involved was to let
the students have a sufficient number of good experiences for each to
conclude that the experiences were pleasant not because of being shared
with any particular student but because of each student's own ability to
choose a partner or to be chosen as a partner, and then be able to have
an enjoyable experience.
"Nothing Succeeds like Success."
The researcher believed that to build the conviction of ability
within any one student, that student would have to achieve a willingness
to become independently involved with others. For tne first eight days
of the exercises, students were offered opportunities - and encouraged
to choose a different partner. The ninth and tenth days were spent on
the decision machine reviewing their classroom patterns. Each student
was then asked to decide how many new people he planned to meet
during
the rest of the experience. At the end of the experience
exercises, each
student was asked if he had achieved this goal. This method
was used in
an attempt to encourage increased involvement on the
part of each student
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without forcing any two people to be together. The researcher and
the cooperating teacher relied on the nature of the exercises and the
goodness of human nature to make the experiences pleasant in the areas of
involvement and understanding. Thus, the researcher attempted to build
the conviction that each student could become involved with a large
number of others and become better understood and more understanding.
CHAPTER III
THE EXPERIENCE IN DETAIL
The purpose of this study, as stated in Chapter I, was to
identify and develop the basic skills of friendship building.
In Chapter II, the theoretical basis of the variables necessary
for friendship building were presented. The variables to be investigated
were limited to involvement and understanding. The relationship among
the variables was also set forth.
The major emphases of this study were specified as (1) the
generating of exercises to facilitate increased involvement and under-
standing of others, and (2) measurement of effect of these exercises.
The variables emphasized in the exercise of the experience offered low
risk, high satisfaction, active listening, and awareness building.
This chapter is concerned with the details of the exercises
that made up the series of experience. Each exercise is named, its
purpose is described, and the procedure used is explained.
GUIDELINE OF THE EXPERIENCE
Conceptualization
An experience such as the one designed for this study certainly
needs a conceptual framework from which to operate. The facilitator
needed a clear idea of what he would be doing, why he would be doing it,
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where he would be going, and how he was going to get there. This
conceptual framework was also considered important to the perspective
participants, especially in terms of helping them choose whether or not to
participate in the venture.
For this reason, the threefold goal was presented to the
perspective participants during the first session.
Goals of the Experience Series
The goals of the series of experiences were three:
1. To facilitate increased involvement among
the members of the class.
2. To facilitate the increase of emphatic under-
standing among the members of the class.
3. To assist the participants in identifying for
themselves what they considered the variables
involved in friendship building.*
(1) There are many kinds and degrees of involvement, both verbal and non-
verbal. When involvement is discussed in relation to the pilot testing of
this experience, a verbal interaction with others is emphasized most
frequently.
(2) Emphatic understanding, as discussed in the experience, meant under-
standing another as if one was in the other’s shoes.
(3) One or two days during the experience were devoted to discovering
what variables each participant associated with friendship building. Most
of the four-week, sixteen session experience was devoted to exercises that
*This aspect of the experience was called the Friendship Focus.
For a summary of the Friendship Focus, See Appendix III.
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would increase involvement and understanding.
The general guidelines used to develop these exercises are
discussed first. Following this, the exercises are described in detail.
The guidelines for the development of interpersonal competences were
designed by William Fitts (Fitts, 1970, pp. 64-69).
During the initial presentation to the students, the Wheel Model
Interpersonal Competences was also presented, although not in great
detail. The researcher presented and explained the above goals to the
class. Then the researcher openly declared his own personal goals,
which were to share his knowledge with the participants and to develop
opportunities for three things to happen to the participants. The
students were asked to participate and were told that they would have the
opportunity to leave the class for the remainder of the experiences when
anything occurred in which they felt they could not participate. The
researcher made it clear that the classes would entail much personal
involvement (and thus, risk), that this involvement must be democratic,
and that the emphasis would be upon communication. [During the entire
sixteen sessions, only one student asked to leave. This request, seen
in the light of this student’s frequent misbehavior in all classes, was
viewed simply as an additional example of his usual behavior pattern.]
Preparation and Practice
The researcher believed that preparation through practice would
be the key phase of training for interpersonal competence. Most of the
teaching and coaching, and practice of basic skills was concentrated on
this area. Preparation involved much concentrated practice on two very
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simple, yet difficult, things: (1) a student had to get involved with a
larger number of classmates and (2) then try to understand these other
students. Ample opportunities for practice sessions, wherein it was safe
to make mistakes and to experiment were offered daily. Faulty habits, such
as associating with only a pre-set few or of speaking only to those who
choose an individual, were worked on. The facilitator was to build and
encourage the risking of increased involvement and to give constant
reminders of the goals of the session.
Utilization and Generalization
For the purpose of this study, utilization is defined as the
ability to take a skill learned in the practice session and to apply it
in the real "game of life." Generalization is defined as going one step
beyond utilization. What utilization does outside the practice session
by applying the learned skill on a single occasion, generalization does
by making the skill habitual for use in most, or all, of life's occasions.
During the sessions there was much concentration on utilization
and generalization in so far as the skills of getting involved and under-
standing another could be used in friendship building in daily life.
However, the primary interest of this study was conceptualization and
preparation. By analyzing the conditions required for utilization, it can
be seen that emphasis on conceptualization and preparation are significant
for the development of the final two processes.
For the most effective utilization to occur, the researcher
believed that the trainees should understand the what's, why's, how's, and
when's of their tasks. This is the meaning of the term "conceptualization"
as it is used in this study. Adequate practice and preparation provided
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in an environment in which it is safe to risk would make utilization
easier.
If this experience of friendship building had been totally
developed, much attention would now be given to utilization and generali-
zation. Trainees would have been encouraged to practice in their daily
lives what they had learned and experienced in the training sessions.
The trainee would have then returned to the group and shared his successes
and failures he had had in outside settings with his classmates as a
means for the mutual strengthening of all trainees. However, these
aspects were beyond the scope of this study.
THE SIXTEEN-DAY EXPERIENCE SERIES
The Sixteen-Day Experience was done during the class time usually
devoted to the English class of Mrs. June Beattie. They began Monday,
May 15, 1972 and ended June 8, 1972. This researcher acted as facilitator.
The cooperating teacher was present all but two days. During and after
class she would write her observation which are presented in Appendix
VIII along with the daily feedback of the researcher. In the beginning
the facilitator would explain the procedure of the exercise and then ask
the students to participate. On the second day it was discovered if the
facilitator and the cooperating teacher role played each exercise first,
participation was improved.
Below each exercise is described, the purpose stated and where
applicable the relationship to risk, satisfaction, active listening, and
conviction building is described.
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Session One
First Exercise : Statement of Goals
Purpose: In keeping with the guidelines stated above, the
researcher wanted the participants to clearly understand
what the researcher and the participants were doing. Why we
were doing it, where we were trying to go, and how we would
get there. An explanation of these things was presented at
the beginning of the initial session because the researcher
hoped the students would accept the researcher’s goals as
their own goals.
Material Needed : The goals were printed on a 14" x 24"
sheet of paper. A sign of the same size was made to show
the wheel model of interpersonal competences.
Procedure : The three goals of the course were explained and
were depicted on 14" x 24" signs, which stated:
Involvement (Risk)
Understanding (As if in the other’s shoes)
Friendship (What does friendship mean for you?)
The Wheel Model of Interpersonal Competences was shown (as pictured in
Chapter II) and briefly explained. The researcher then stated that he was
in the class to share his knowledge about the accomplishment of the three
stated goals, and that he believed that the best thing he could achieve
from the sixteen sessions would be to observe and to experience the
students' accomplishment of these goals. The researcher acknowledged
that the students would have to truly want to accomplish these goals for
the exercises to become effective. The researcher said he
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would be responsible for setting up situations wherein they could become
,
more involved and more understanding, but that only they could decide
whether or not to use the opportunities. The students were told they
could absent themselves from any single exercise and go to the library
for the rest of the session.
If any student expressed doubts about the exercises or
experiences, the researcher asked him to participate in the session and
then to try to clear up his difficulties at the end of the class. At
the end of a session, a student could either ask questions publicly or
privately, ask questions of the teacher, who was always present.
Second Exercise : Relaxation
Risk : Low
Satisfaction: Preparation for Satisfaction
Active Listening: Not applicable
Conviction Building: Not applicable
Purpose : Fitts (1970, p. 80) recalled that the authorities
on relaxation say that it is virtually impossible to experience
strong fear or anxiety if the body is fully relaxed. Conversely,
the experts in body awareness say that it is impossible to
experience joy and other positive feelings if one ignores
or blocks off through tension his basic sensory experiencing.
Since the researcher wanted the atmosphere to be without fear
and anxiety in order that the participants could more easily
become involved with others, he introduced relaxation
exercises.
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Material Needed : None
Procedure : The participants were directed to sit comfortably
in their seats. They were asked to tighten the muscles in
their foot as tightly as possible. They were then directed
to relax them. This was repeated. They were then asked to
tighten the muscles in the back of their legs as tightly as
possible. Then to relax them. This was repeated. In turn,
they were directed to do the same with the muscle of the back,
shoulder, face, forehead, and eyes. At the end, they were
directed to totally concentrate on the relaxed position of
the muscles.
Third Exercise : Milling
Risk: Low
Satisfaction: Medium
Active Listening: Not applicable
Conviction Building: "I can choose and be accepted or I
can be chosen."
Purpose : To prepare for the choosing of partners, the researche
wanted the participants to get away from those with whom they
usually associated. To accomplish this, the participants were
asked to mill around.
Procedure : The participants were directed to move the chairs
back to the walls
,
and then they were asked to mill around in
silence while just noticing the other members of the class.
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After a few moments, the facilitator suggested that each
participant think of some individual with whom he did not
ordinarily associate and with whom he would want to share
an experience. A few moments later each participant was
directed to invite that person to join him in a quiet spot in
the room. When each had a partner, the group was asked to
sit down. When all were paired, the researcher proceeded
with the next part. If there was an uneven number of class
members, the facilitator or the teacher would participate.
At times both would participate.
Fourth Exercise : Wish Fantasy
Risk : Low
Satisfaction: High
Active Listening: Implicit
Conviction Building: "I can become involved and enjoy another."
Purpose : During this first involvement of the first day,
many students were a bit uneasy. Since their first exercise
was designed to be low—risk, high—satisfaction one, it began
with wish fantasy. Wish fantasy is low-risk, and since each
person had something good wished for him, a type of satisfaction
was built in.
Procedure : Without looking at his partner, each participant
was asked to fantasize a wish for his partner, something
that
he believed his partner would appreciate. After
enough time
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elapsed for all to complete a short fantasy, each was asked
to share it with his partner.
Fifth Exercise : Milling, choosing a second partner, Second Fantasy
Risk: Low
Satisfaction: Medium
Active Listening: Not applicable
Conviction Building: "I can choose and be accepted or I can
be chosen."
Purpose : In order to increase involvement with a number of
people, the participants were asked to choose another partner.
During these sessions, the involvement was short.
Procedure : The procedure used was similar to that used for
the fourth exercise, but this time each participant was directed
to have a fantasy about some material thing that he thought
might please his partner. After the fantasy was fixed in his
mind, he was asked to share this fantasy with his partner.
Sixth Exercise : Milling to choose a third partner. Third Fantasy
Risk: Low
Satisfaction: Medium
Active Listening: Implicit
Conviction Building: "I can become involved with and enjoy
another."
Purpose: Stated in Exercise Five.
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Procedure.: The procedure was similar to those used for
Exercises Four, Five, and Six. This time it was suggested that
each participant have a fantasy about some skill he would
want to give his new partner. When the fantasy was completed,
he was asked to share it with his partner.
Session Two
First Exercise : Magic Box
Risk: Low
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can get involved."
"I can have pleasant involvement."
Purpose
:
During this second day the researcher hoped to offer
opportunity and encouragement for individuals to become
involved with classmates with whom they ordinarily did not
become involved. At the same time, the exercise needed to be
low risk; that is, each individual would be asked to share
nothing that would embarrass him or make him uneasy. However,
the researcher did want the students to share something of
themselves that was not totally superficial. Also, the researcher
wanted to begin the training in active listening.
Active listening is defined as letting another (the speaker)
tell his story, and aiding him by questions that can help the
listener to understand exactly what the speaker thinks about a
topic or an issue. The active listener encourages the speaker
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to talk, not only because the speaker is not interrupted
but also because the speaker is encouraged to express his feelings
by questions that make it easy to share those feelings. Active
listening is a step toward empathetic understanding.
Procedure : Active listening explain "Good listening is an
important key to understanding another as if you were in his
shoes." In the game of active listening, the listener not
only listens to what the other person is saying, but the active
listener actually helps the other person tell how he feels
about the subject by asking questions. The questions help the
speaker tell his story. Thus, the listener is able to under-
stand much more fully. In the game designed for the students
to play, active listening was a key part. The speaker began
telling why he liked a certain thing. The listener then asked
any question that could help the speaker explain why he liked
that thing. The questioning and answering was continued for
two minutes. Time was then called. The listener was allowed
one-half minute to explain to the speaker why he had liked
listening to the topic they had just probed. If the listener
understood the speaker's thoughts, the speaker was to tell him
so. If the listener had misunderstood the speaker's thoughts,
the speaker was also to point this out. After this feedback
session of one-half minute, the roles were switched. Participants
were then asked to find a partner. [When all had settled down,
the following direction was given:]
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"Imagine you have a MAGIC BOX in front of you. In this box
is anything that you would like. Decide what it is. When you
have both decided, determine who will be the first speaker and
who will be the first listener. The speaker will tell the
listener what is in his box. The listener will ask questions,
enabling him (the listener) to explain himself more fully."
The facilitator then kept time.
After two minutes the listener fed back what he had heard.
After one-half minute, the partners switched and completed
the process again.
It was found that if the facilitator and the teacher first role-
played each exercise, that it was much easier for the students
to imitate the procedure.
Second Exercise : Repeat first exercise, risk and purpose the same
as in first exercise.
Procedure: Participants were directed to find a new partner
with whom they had not been paired with before. The procedure
used in the first exercise was then repeated.
Third Exercise : Repeat of first exercise, risk and purpose also the
same as for first exercise.
Procedure: The same procedure was repeated a third time
with a third partner.
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Fourth Exercise : Killer Statements •
Risk: Low
Satisfaction: Moderate
Active Listening: Not applicable
Conviction Building: "I can impede involvement by Killer
Statements .
"
Purpose
:
In a classroom many students fear to be open and
honest about their feelings, fears, likes, and dislikes because
of Killer Statements from classmates. Killer Statements can
be verbal or non-verbal. Both kinds of Killer Statements attempt
to put down another because of something for which that other
person feels or for which he stands. This exercise was
designed to serve a twofold purpose: (1) to aid the participant
in becoming conscious of Killer Statements. (2) Once consciousness
of Killer Statements is reached, it was hoped that Killer
Statements would gradually cease.
Procedure : First, all the participants were invited to make
non-verbal Killer Statements, that is, faces or expressions
or gestures that would denigrate others (put others down).
Secondly, a chair was set for an invisible student. The
participants were invited to make Killer Statements toward the
invisible student. Third, if any student would like to take the
Killer Chair, Killer Statements are made to him. (Because of
the artificial nature of the Killer Chair, the statements
are usually not biting.)
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Session Three
First Exercise : No Right Answer
Risk: Low
Satisfaction: High
Active Listening: Not applicable
Conviction Building: "There are many ways to get involved."
Purpose: School gives many students the idea that there is one
and only one right answer to most everything. Actually, in
life there are many things to which there are many answers and
no single right one. The beginning of friendship, getting
involved, is one of these situations. There is no right way to
get involved. To make it clear to the students that there is
no one method to use to become involved with another, the r
following three exercises were conducted. Some particular way
might be easier or more natural, but one can learn the other’s
options if one just take a little time.
Procedure : A - Folding the Arms: All students were asked
to fold their arms. They were then asked to notice which arm
was on the top. The point was then made that there was no
right or wrong way to fold the arms. They were then asked to
fold their arms with the opposite arm on the top. Then they were
asked quickly to fold the arms the first way, and then,
quickly, the second. B - The same procedure was followed with
raising the arm. C - The same procedure was followed with
folding the hands and the position of the thumbs used in this
action.
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Second Exercise : Interviewing a Celebrity
Risk: Low
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can become pleasantly involved."
"I can understand others and I can be
understood."
Purpose
:
Again the goals of this exercise were to offer an
opportunity for getting involved with someone with whom one
did not usually associate. In this involvement, the researcher
wanted a low risk high satisfaction experience and an opportunity
to understand the finest points about the other person in an
empathetic manner. The celebrity interviewed seemed to fulfill
all these goals.
Procedure: If the group were going to interview a celebrity,
what would be something that they might want to know about him
(or her) to understand what kind of a person he (or she) really
was? The class then discussed questions to ask a celebrity
and the questions that were considered valid were then put on the
board. The teacher then played the role of a celebrity; the
facilitator interviewed her as if she were a celebrity by using
the questions suggested by the class. The group was then asked
to treat each of its classmates as if each person was actually
a celebrity in their real life situation. The group members
were asked to form pairs. After each pair had decided who
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would do the interview and who would be interviewed, each
interviewer was given five minutes to complete the interview
of his classmate as if that classmate were actually a celebrity
in his real situation. After five minutes, the roles were
switched.
After the interviews were completed, the facilitator asked
for volunteers to publically demonstrate the interview. Both
parties had to agree to participate in this demonstration before
they could get up before the ‘class.
To restate, the purpose of the interview was to find out about
another person in order to understand that other as if one
was in his shoes.
Session Four
First Exercise : Brainstorming ways to aid Involvement and Understanding
Purpose : On the assumption that "self determined projects lead
to interest," the class was reminded of three goals in the
experience. The class members were then asked to think of ways
that would increase involvement and increase empathic under-
standing.
Procedure : Each student was given a piece of paper. The goals
reviewed. Each student was asked to write several ways
whereby involvement would be increased. Also, he was asked
to suggest methods of increasing understanding or to suggest
games whereby understanding could be increased.
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Second Exercise : Killer Statements vs. Builder Statements
Purpose : The class was reminded about the Killer Statements
that had been discussed in the Second Session. Also, the
researcher wanted to help the students examine Killer Statements,
or putting it more directly, the researcher wanted to discuss
the idea of Killer Statements in a positive way.
Procedure : The Killer Statement was reviewed (cf. Session
Two). The Builder Statement was introduced. A builder statement
is defined as a statement that builds up people's ego image or
builds up the relationship among people. The teacher and
facilitator exchanged builder statements. No exercise was
planned for these builder statements.
Third Exercise : Vegetable Interview
Risk: Low
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can get pleasantly involved."
— "I can understand others and I can
be understood by others."
Purpose : A variety of exercises were needed that offered low
risk and high satisfaction opportunities for each student to
become involved with someone with whom he generally did not
become involved and, at the same time to understand the
other
person’s feelings from that other person’s point of view.
The
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vegetable interview was expected to offer these opportunities.
Procedure : Each student was asked to find someone with whom
he wanted to share, but someone who he had not previously been
a partner. Once partners had been chosen, the partner to be
interviewed was asked to imagine that he was a vegetable. The
interviewer was to find out all about how the other person felt
in the role of a vegetable so that they could actually become
that vegetable and feel just like the other person felt. The
facilitator reviewed the skill of active listening and encouraged
the participant to practice this skill. Both the facilitator
and the teacher demonstrated the role of the vegetable first
so that the class could see exactly what was to be done.
Typical questions asked by the persons taking the role of the
interviewer: Why do you like being a carrot? When do you like
being a carrot best? What is the worst thing that happens to
you as a carrot? Do you like to be pulled from the ground?
How do you like being eaten? Do you like it when your top is
pulled off? When time permitted, volunteers were permitted
and encouraged to give their interviews publicly.
Session Five
First Exercise : Group Story Telling
Risk: Low
Satisfaction: Moderate
Active Listening: Not applicable
Conviction Building: Not applicable
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Pur£ose: An exercise was needed that was free flowing that would
allow the participants to tell something of what they were
thinking and concerned about regarding the area of friendship.
The means chosen was the class story.
Procedure : The class was given the topic of friendship. Each
student, one after another, was asked to add one sentence to a
story about friendship. The sentence could be anything as long
as it continued the story that had been begun by the first
student's sentence.
Second Exercise : Selling a Slave
Risk: Low
Satisfaction: Moderate
Active Listening: Explicit
Conviction Building: "I can become pleasantly involved."
"Understanding and being understood is
sometimes difficult work."
Purpose : The researcher wanted a way to get each student
involved in groups that would possibly be new to him. Once an
individual student was in this group, he would be asked to
understand one opinion held by another within the group. The
purpose of this exercise was to get the student involved in a
group that he did not choose, and then attempt to have him
understand someone whose opinion was different than his own.
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Procedure: The researcher asked for three volunteers, one to
play a slave and two to play owners. Owner one sold his slave
for $100. (Slave went over to owner number two.) However,
owner one realized that he has made a mistake, and buys back
the slave from owner two for $200. (Slave goes back to owner
number one.) Following this, owner two realizes that he has
made a mistake and buys the slave back for $300. (Slave goes
back to owner two.) Finally, owner one realizes what a
loss he has sustained, and buys the slave back for $400. The
group was then asked how much owner number one had lost or
gained. Some answered that losses were $100, $200, or $400;
others answered that gains were the same $100, $200, or $400
still others said that there was neither gain or loss. A
corner of the room was assigned for each answer (gain, loss,
neither) and students were assigned to their respective corners.
Each newly formed group was given time to agree on why it was
correct. Once each group had reached its own agreement, one
representative from each group was sent to the group to its
right to convince that group of the correctness of his own
group’s decision, (opinion)
When the exercise was over, all returned to their seats. Each
student was then asked to reflect on how he had gotten involved
with the new people, how much he had attempted to understand the
opinion of the other groups representative and the reasoning
behind it. (The mathematically correct answer to the question
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of which owner gained in the transaction over the slave can
be easily found if one considers that owner one received $100
and $300 and paid our $200 and $400. Since the slave ended
where he had begun, owner one paid $200 more than he received,
and thus lost $200.)
Third Exercise : Missing Member
Risk: Low
Satisfaction: Moderate
Active Listening: Not applicable
Conviction Building: Awareness of who is in the class.
Purpose: To build in the class an awareness of the other
members in his class, the following quick little game was
played.
Procedure : A volunteer went out of the room. Another volunteer
went into the closet. The first volunteer came back and tried
to find the missing member.
Fourth Exercise : Feedback
The participants were asked to fill out an open sentence
feedback sheet. (For a copy of the feedback sheet, see
Appendix I.)
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Second Week
analysis of the observations the teacher and facilitator
had made during the first week and of the feedback received from the feed-
back exercise that had been given at the end of the fifth class, the
following specific goals were drawn for the second week:
1. To continue offering frequent opportunities for each
student to get involved with someone with whom he rarely
talked.
2. To offer opportunities for a student to have longer
contact with one selected partner.
3. To implement the friendship focus.
4. To try to conceptualize or assist the participants in
conceptualizing by focusing on the patterns of activities
during the first part of this experience so that they
could choose their pattern during the last week; this
meant using the direction machine described in Session Nine.
5. Open war on Killer Statements.
Session Six
First Exercise : Personification of a Precious Thing
Risk: Moderate
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can have pleasant involvement."
"X can be understood and understand others.
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Purpose: For each student to choose a permanent partner with
whom he would daily spend more time in an attempt to under-
stand that one person more in detail. This exercise was
designed in such a way that each partner could go into detail
about something that was really meaningful to him. At the same
time, each partner would need to listen to and to attempt to
capture the feelings and moods of the other person.
Procedure : (In two stages)
Phase One: Each selected a partner with whom he wanted to
participate in exercises that would occur almost daily and
would continue until the end of the experience. During the
fifth session the students were informed that they would be
asked to choose permanent partners during the sixth session.
This announcement was made so that the students could give some
thought to their partner selection. After the partner selection
had been made, each person selected something that was very
precious (in the sense of having great significance) to him.
The items included have been an old ball glove, or a hockey
puck, or a bike, a dress, or a book. Each participant received
about five minutes to tell his partner why this was so precious.
By well chosen questions, the partner was to be an active
listener, thus helping the narrator go into all the details of
why this object was precious. At the end of five minutes, the
partners switched roles.
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Phase Two : The partners then jointly selected another pair with
whom to share. Each partner then played the role of the other
partner's precious object. The participants were asked to
talk in the first person, for example, "I'm Jane's hiking boots.
I've been many miles. I am especially precious because I hiked
many a mile with Jane's father. But her father is dead now, and
that brings back many happy, yet sad, memories." When each had
about three or four minutes to be the personification of the
precious thing, the partner gave feedback regarding how well he
thought his precious object had been represented, and how well
he felt his feelings and emotions about the precious object had
been understood.
Some of these ideas were then shared with the group by the
completion of the open sentence: "I especially felt my partner
understood my feelings when she said. . ."
The procedures for the entire session were role played by the
teacher and the facilitator before the students were asked to
proceed. This demonstration made the exercise clearer to the
students, and aided them to achieve the mood necessary for the
exact steps to be followed.
Second Exercise: Open War on Killer Statements
Purpose : To attempt to give the students a greater awareness
of killer statements so that the students would stop hurting
of such statements. The researcher hopedeach other by the use
that Exercise Two would establish a greater trust between
the class members.
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Procedure : Without any warning to the students, the teacher
made several Killer Statements about the facilitator. It
shocked the students to hear Killer Statements coming from this
otherwise gentle teacher. Whea the shock was sufficiently
established, the facilitator and teacher told the purpose of
this demonstration to the students.
Session Seven
First Exercise : Trust Walk
Risk: Moderate - High
Satisfaction: High
Active Listening: Not applicable
Conviction Building: "I can have pleasant involvement."
Purpose : Since trust is such an important part of becoming
involved, the facilitator asked each student to take a Trust
Walk with his permanent partner. The Trust Walk was higher
risk, but it was thought that the students would be ready for it
after the seven days of practice.
Procedure : Each pair of students was instructed to agree whicn
partner would lead first. That person was then to close his
eyes and to communicate with the other only by holding
the
partner’s hand or arm. The partner was directed to be
thoughtful
The leader should first gain the trust of the oneand caring.
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being led by taking good care of him. The leader was also
directed to think of the interest level of the other person. The
leader should, while taking care that the partner was not
harmed, try to let the partner touch and experience many
interesting things. Each pair given fifteen minutes for the
Trust Walk and told to return to the classroom immediately
after the walk was over. When the pairs returned to the class-
room, they were not to discuss the walk, but were to switch
positions, and then repeat the Trust Walk experience for the next
fifteen minutes. The partners could only discuss what happened
after they returned to the classroom the second time. When all
pairs had returned, the "thrills and spills" were discussed
publicly.
Second Exercise : Completion of a Theme
Purpose : The research team wanted to discover whether the
majority of students would be more inclined to complete an
unfinished story that related a positive aspect of friendship or
such a story that related a negative aspect of friendship. For
the research team to determine this, each participant was given
the example in Appendix II and asked to complete it.
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Session Eight : Friendship Focus
Put pose: To give participants the opportunity to personally
clarify what they considered to be the most important variables
in the building of friendship, the Friendship Focus was given.
Procedure: For directions see Appendix III.
Session Nine
First Exercise: Direction Machine
Purpose : In order to help the participants conceptualize what
they had been doing, the researcher offered them a chance to
reflect on their own actions. This exercise was modeled on
the "Trumpet" developed by G. Weinstean (Weinstein, 1970,
pp. 169-174). The instrument was called the "Direction Machine"
to indicate that the participants were to look back into the past
to determine from what direction they had come and to use this
analysis as a base from which to determine what directions they
could go in the future. Each student was then asked to choose
a direction for the future.
Procedure : The three page DIRECTION MACHINE (shown in Appendix
IV) was used. At the end of the Direction Machine Exercise,
the participants were asked to write down their resolutions
about meeting new people.
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Session Ten
First Exercise : Direction Machine completed. (cf. Appendix IV.)
Second Exercise : Sports Dream Come True
Risk: Low
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can have a pleasant involvement with
someone relatively unknown."
"I can understand and be understood."
Purpose : Because most of the participants had made resolutions
in the ninth session, to meet x number of people with whom they
had not yet interacted during the experience. Session Ten was
designed to be the kind of exercise wherein participants could
safely choose a different partner. Also, Session Ten was designed
to have some variety and give some freedom so that a minimum
amount of risk was presented to those participants who were
unwilling to take a big risk. However, Session Ten was also
designed so that those who wanted to reveal a lot of themselves
were given the opportunity to do so. The researcher believed that
the "Sports Dream Come True" Exercise would fulfill these
conditions.
Procedure: Each participant was asked to choose someone with
whom he had not previously participated. Each was then told to
imagine that he could be any sports personality he wanted to be
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The techniques of active listening practice were used. The
listener was to try to understand, as well as he possibly could,
why the speaker wanted to be such and such a sports figure.
Before the group started we all brainstormed questions that
might be asked so that they better understood the purpose of
the exercise.
Some questions discussed were: "Why would you like to be that
sports person?" "On what particular days would you most like
to be that sports person?" "In what situation would you like to
find yourself in his life?" "What aspect of his/her life do
you think you might dislike the most?"
The teacher and the facilitator role played the exercise before
the participants were asked to begin.
Session Eleven
First Exercise : Role Playing
Risk: Low
Satisfaction: High
Active Listening: Explicit
Conviction Building: "If I were standing in another s shoes,
I'd feel differently."
Purpose : The feelings of others are some of the most difficult
things to understand. We can discuss feelings, but to
really
have empathetic understanding and to be able to feel
like the
other person feels is very difficult. The researcher
was looking
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for some technique that would enable the participants to recreate
the emotions that other people would feel in particular situations.
The research team believed that role playing would provide an
exercise that would enable each participant to experience the
feelings that another experienced in a particular situation.
Procedure : A new partner was found by each student. Each
student was to pick a situation and then prepare to act it out
with his partner in front of the entire class. We selected pairs
of partners to act out their chosen situation. Time limitations
prevented all pairs from acting out a situation in front of the
class. However, all pairs had time to practice role playing.
Second Exercise : Room Decoration
Risk: Moderate
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can have a pleasant involvement."
"It is especially pleasant when another
person understands and looks out for my
interest."
Puroose: The researcher wanted each participant to share feelings
with his partner and to plan something that was meaningful to
both parties in the partnership. Also, in order to understand
another, one must sometimes look out for the other person.
The
researcher was looking for an exercise that allowed one
of the
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partners to protect the interests and personality of the
others.
Procedure : New partners were found. The partners were asked to
imagine that they were in Hawaii and that they wanted to decorate
their room. The partners were told that they could have anything
that they wanted in the room. However, both partners were told
they must be certain that the personality of both of them was
expressed by the decorations in the room. The partners were then
asked to make a list of things that they would choose for the
apartment and to consider how each item would express the person-
ality of one of the partners who would use the imaginary room.
Session Twelve
First Exercise : Success Sharing
Risk: Moderate - High
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can have a pleasant involvement.”
"I can have pleasant experience understanding
another's success as well as when my successes
are understood.”
Purpose : The willingness to admit I am a success is
important
for the willingness to see good in others and admit
that they
This exercise was designed to enable a participantare a success.
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to be willing to admit, before his partner or a small group,
that he had been a success in some activity.
Procedure : Each participant was challenged to think of things in
which he had succeeded during his life. Many students were
unable to think of even one such incident. These students were
found to have interpreted success as notoriety and/or publicity.
With the aid of these students, the many things that they had
learned from birth to 3 years old were listed. Then all the
things they had learned from 3-6, from 6-9, and from 9 to the
time of the exercise were listed. After this had been done,
each picked a partner and then shared his successes with that
partner.
Second Exercise : Competition with the Vegetable Interview
Risk: Low
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can have a pleasant involvement with a
relatively unknown classmate."
"Understanding and being understood can
be difficult."
Purpose : Because the "Vegetable Interview" had previously
worked well in helping the students to express their feelings,
it was used again here. It was found that the
participants
natural desires to compete could be used as a stimulus
to have
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them try to understand another perfectly. The activity was
presented in the form of a game.
Procedure: A partner was picked. One partner was to be the
listener, the other the speaker. The speaker picked the fruit
or vegetable that he or she would play. The listener had five
minutes to find out everything about how his partner felt being
the vegetable or fruit.
After this had been done, two pairs of volunteers were selected.
One member of the first pair chosen came up in front of the
classroom, while the three others went outside. The class then
asked questions of the one person who had remained in the class-
room to find out how he felt as a fruit or vegetable and why he
liked being that fruit or vegetable. Next, the partner who had
been outside came in and the first person went out. Exactly
the same questions were asked to the second member of the pair
and the answers were then compared. Following this, the first
member of the second pair came in and underwent the same
procedure, although the questions did not have to be the same
ones that had been asked to the pair. Finally, the last member
of the second team was asked the same questions asked of his
partner. The class then judged the pairs and held a vote to
determine which pair had the most similar set of answers and tnus
had shown themselves to better understand each other.
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Session Thirteen
First Exercise : Coat of Arms
Risk: Low
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can have a pleasant involvement."
"I can understand another and be understood,
and when we understand each other and look
after each other’s interest, it can be
very pleasant."
Purpose : As explained in Chapter Two, synergism occurs between
two people whose understanding and knowledge of each other has
increased to the extent that their lives have become closely
interrelated and shared. This exercise emphasized the spirit of
mutual sharing. As previously defined, the spirit of mutual
sharing is the spirit of "Usness."
Procedure : Each student was asked to join his permanent partner.
Then the two were asked to jointly draw a Coat of Arms that
represented both their personalities. The Coat of Arms was to
have four sections, each containing the answer to a different
question. The upper right section was to represent a month-long
trip that they would like to take together. The lower right
was to represent what they would most like to do for a year and
they were guaranteed success in that imagined project. The
upper left was to represent a principle, that they would never
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abandon. The lower left was to be a motto that represented
both.
•After the Coat of Arms was drawn, each pair picked another pair
and then they shared their respective Coats of Arms.
Session Fourteen
First Exercise ; Blind Walk
Risk: Moderate - High
Satisfaction: High
Active Listening: Not applicable
Conviction Building: "I can have a pleasant involvement."
Purpose
:
Many of the pairs had not followed the instructions for
the Blind Walk the first time they had participated. These
pairs had asked that they be given a chance to experience the
Blind Walk as it should be experienced.
Procedure : See Blind Walk, p. 70.
Second Exercise : Feedback
Purpose : Because the experience was coming to an end, it was
important to ascertain what the participants were feeling and
thinking. The feedback sheet (see Appendix IV) was filled out
by each participant.
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Session Fifteen
First Exercise : Dyadic Encounter
Risk: Low — high depending on degree of involvement.
Satisfaction: High
Active Listening: Explicit
Conviction Building: "I can have a pleasant involvement."
"When we mutually share, deep understanding
is possible and pleasant."
Purpose : Because only two sessions were left, participants
were to spend the remaining time with their permanent partners.
The Dyadic Encounter, designed to help two people understand each
other was constructed by John E. Jones and Johanna Jones (Jones,
1969 ).
Procedure : The participants were asked to join their permanent
partners. Each was given a copy of the Dyadic Encounter. (See
Appendix VII.)
Session Sixteen
First Exercise : Gift Giving
Risk: Moderate - High
Satisfaction: High
Active Listening: Implicit
Conviction Building: "Giving and receiving can be a very
pleasant thing."
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Purpose : We wanted to end the exercises on a positive note
which would use some of the understanding gained during the
last sessions.
Procedure : Each participant was asked to join his permanent
partner. Then each pair was asked to join another pair that
its partners knew rather well. Three pieces of paper were given
out to each person and they were asked to imagine that this was
magic paper. Any gift that they would write on the paper would
be received by the other three members of the group. They were
asked to write at least one and no more than three things on the
paper. After all had finished writing on the papers, the
gifts were exchanged and explained.
Second Exercise : Strength Bombardment
Risk: Moderate - High
Satisfaction: High
Active Listening: Implicit
Conviction Building: "People I'm involved with do see my good
points."
"I feel understood in some things."
Purpose : To end the experience with some feedback regarding
the good qualities partners had seen and experienced in
each
other.
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Procedure : While still in the groups of four, each was given
three pieces of paper. Each person was asked to list the
strengths and the good things that he had experienced both in his
partner and in the other pair. When each person had finished
he put the observed person’s name on the paper, which was then
put into the pile that contained all the feedback received about
that person. When all were finished writing the feedback
information about the others
,
each person in that group took his
pile and read it.
The groups who wanted to were allowed to ask questions about
and to discuss the feedback.
This was the concluding exercise of the experiences that had been designed
to increase involvement and understanding.
CHAPTER IV
RESEARCH PROCEDURE
Chapter III contained the Guidelines of the Experience, a
description of the procedures used in each exercise and an explanation
about how each skill offered could bring about an increase in involvement
and understanding. Chapter IV contains a detailed description of the
research procedure. The first section offers an explanation of why the
research procedure was chosen and how the experience fits into this
procedure. Following this, the measurement of the variables of involve-
ment and understanding is described, as is the pilot test sampling
procedure, the data collecting method, and the method of data processing.
RESEARCH DESIGN
The research design used was the "Solomon Four-Group Design,
(1949) repeated three times. Campbell and Stanley regard the design as
one of the designs generally most respected that provides controls for
both internal and external validity factors. By using the Solomon Four-
Group Design and designating ”R" as randomization,
"0" as observation,
and "X" as an experience, the following design would result:
(Campbell,
1966, p. 5)
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R 0
1
X 0
2
R 0
3 04
R X 0
5
R
°6
This diagrammed design controls for the eight variables that effect
internal validity:
1. HISTORY, a specific event occuring between the
first and second observation in addition to the
experimental variable;
2. MATURATION, the natural effect of the passage of
time (not any specific event)
,
such as getting older,
taller, or hungry;
3. TESTING, the effect that taking a first test will have
upon the scores of the second test. (n.b. this is
different from number nine to follow) ;
4. INSTRUMENTATION, circumstances under which a change
in instrument or observer will change the scoring.
5. STATISTICAL REGRESSION, a phenomenon which might occur
where groups have been selected on the basis of their
extreme scores;
6. BIASES SELECTION, the result that could happen from
differential selection of participants for the comparison
groups;
7. EXPERIMENTAL MORTALITY, loss of respondents different
from loss in the comparison groups;
8.
SELECTION
-MATURATION INTERACTION, the effect of the
participants having been chosen in combination with
the passage of time that results in an effect that
86
seems to be an experimental variable.
Solomon’s design also controls for the first of the following four
variables that effect external validity or representativeness:
9. TESTING INTERACTION WITH EXPERIMENT, whereby the pre-
test makes the participants more sensitive to the
experimental variable and thus makes the results ob-
tained from a pretested population un-representative
of the effects of the experimental variable upon the
unpretested universe from which the experimental
respondents were selected;
10. THE INTERACTION effects of SELECTION BIASES AND THE
EXPERIMENTAL VARIABLES:
11. REACTIVE EFFECT OF EXPERIMENTAL ARRANGEMENTS, wherein
generalization about the effect of the experimental
variable upon persons being exposed to it in non-
experimental settings would be precluded;
12. MULTIPLE-TREATMENT INTERFERENCE which is likely to
occur whenever multiple treatments are applied to the
same participants because the effects of prior treat-
ments are not usually erasable.
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SOLOMON FOUR-GROUP DESIGN - * Cell* Repeated Three Time*
HIGH EIGHTH GRADE
Control group
Pre & posttested
Control group
posttest only
Treatment group
Pre & Posttested
Treatment group
Posttest only
MEDIAN SEVENTH GRADE
Control group
Pre & posttested
Control group
Posttest only
Treatment group
Pre & posttested
Treatment group
Posttest only
LOW SEVENTH GRADE
Control group
Pre & Posttested
Control group
Posttest only
Treatment group
pre 6c Posttested
Treatment group
posttest only
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Solomon's design does not control for the last three variables.
However, because the research was done in the classroom and the effects
tested in relation to that classroom, variables numbers ten and eleven
were controlled to some degree. Variable number twelve would not apply
because there was no prior treatment.
The design as diagrammed and explained will be repeated three
times. The word repeated, as used in this study, does not mean "repeated"
on the same subject; rather, the plan was repeated or used in three
totally different classes. These classes were high eighth grade group
divided into control and treatment sections, a middle seventh group
divided into control and treatment sections, and low seventh group
divided into control and treatment sections. A diagram of the three
groups and their internal parts follows.
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MEASUREMENT OF THE VARIABLES (INSTRUMENTATION)
During the pretest-experience-posttest series ten different
methods of gathering information concerning the effectiveness of the
experience were used. The pretest and posttest consisted of the Tennessee
Self Concept Scale, Involvement Scale, U Understand, and I Understand
Scales. During the sessions of the experience the Friendship Focus,
Fantasy Test, Critical Incident, Student Feedback, Cooperating Teacher
Observation, and Researcher-Observation were used.
In this section a detailed description of the Involvement Scale,
the U and I Understand Scales, Student Feedback, Cooperating Teacher’s
Feedback, and Researcher’s Feedback will be given.
Because the other instruments were subsequently judged tangential
to the main focus of the study, they have been summarized in the Appendices.
The Fantasy Test can be found in Appendix II. The Friendly Focus is
explained in Appendix III. The Important (Critical) Incident is recorded
in Appendix V. The Tennessee Self Concept Scale information is recorded
in Appendix IX.
Involvement Scale
The Involvement Scale is a mathematical adaptation of Dr. George
Levinger's suggestion of a "dots test." In the "dots test procedure, a
participant is given a piece of paper that has a dot drawn in the middle.
Each participant is told that the dot represents himself. Each participant
is asked to add additional dots for each member of the class and that the
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position of each dot will represent the relative closeness the participant
feels to the other individual represented by the specific dot.
The following Involvement Scale was used to facilitate scoring.
The participants were given a numbered class list and a copy of the
Involvement Scale. They were then asked to record their involvement
with each person on the list on an answer sheet according to the numbers
on the class list.
The Involvement Scale follows:
1. We rarely speak.
2. We speak, but just say "hello" and talk about
general things.
3. We speak frequently about personal things and
feelings.
4. We speak frequently about personal things and
feelings, and share some secrets.
5. We speak frequently about personal things and
feelings, and share all secrets.
The method used for establishing reliability was the test-retest
method. Non-participants in the experience were given both the Involvement
and Understanding Scales on the same day and at the exact time as the
participants in the experience. On the days and at the exact times that
the participants in the experience were retested, these non-participants
were retested. Therefore, the time interval was the same for the control
groups as the interval for the experience group. The thirty-nine subjects
in this test-retest control had been chosen from groups similar to each of
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the three experience groups, i.e., low seventh, middle seventh, and high
eighth.
The original test was used for the retest. The reliability
coefficient for the involvement scale was found to be .77. For a copy
of the involvement scale, see Appendix XI.
Understanding Scale
Participants were asked to list the number of individuals in
the class who "understands you as if he was in your shoes." If there
were none for a particular participant, he was instructed to list no one.
The participants were then asked to rate the people listed on the
following scale:
I am understood by this person on:
1 2 3 4 5
few things Many things everything
The same schemata was used for the second part of the scale but the state-
ment was changed to ". . . list below the people in this class whom you
really understand as if you were in their shoes." This scale was related
to the study of increased understanding.
The reliability coefficients for the two Understanding Scales
were arrived at in the manner already described for the Involvement Seal
-
;.
"The "U Understand Scale" reliability coefficient was .69. The "I Under-
stand Scale" reliability coefficient was .77. For a copy of the involve-
ment scale, see Appendix X. The design used for arriving at the reliability
coefficient was derived from Anne Anastasi’s Psychological Testing (1961,
p. 78).
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Student Feedback
The students were asked to fill out feedback sheets on the fifth
and thirteenth days of the experience. Open sentences were used on both
occasions to give the students as much freedom to respond as possible.
In neither case were names asked. Examples of these feedback sheets are
seen in Appendix I or Appendix IV.
Cooperating Teacher Feedback
The regular class teacher, Mrs. June Beattie, was present for
all sessions except two. She kept a daily record of her observations for
all groups.
Daily Observations of Facilitator
At the end of each class or exercise, the facilitator wrote his
observation of the feelings, mood, and student reaction.
The Sample Used
The study was conducted at the South Hadley Intermediate School,
South Hadley, Massachusetts. Mr. Ned Noel, Principal, had given permission
for the researcher to take over Mrs. June Beattie's four classes for fifteen
class days. She had 8-G and 8-H, two high level eighth grades. She
also had 7-5, a low ability seventh grade, and 7-2, a middle ability
seventh grade. The control group for 8-G and 8-H was 8-K, taught by Miss
Joan Lynch. The control group for 7-5 was 7-8 taught by Mr. Knight. The
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control group for 7-2 was 7-10 taught by Mr. McLaughlin. The students
had been placed in high
>
medium and low ability groups by the school
authorities. They had then been randomly assigned to their classes.
Strengths and Weaknesses
The procedure just described presented several weaknesses from
the researcher's point of view. First, the study was conducted with
the students of just one teacher. Second, when the experience began
each class had already been together for a minimum of eight months.
However, several things were gained from the circumstances. First, the
advantage of pre-motivation was gained by working with Mrs. Beattie. The
importance of pre-motivation was recognized in the Coleman Report (1966)
;
this report noted that students' motivation before the beginning of an
experience was possibly more important than the experience itself.
Second, because the work was offered in a classroom setting rather than
a laboratory setting with its accompanying non-school conditions, the
application of the findings to actual classroom became more valid.
The particular sampling of low seventh and high eighth grades
yielded a variety of maturity which allowed the reaction to the experience
by the different groups to be compared by both testing and observation.
Each control group was composed of students similar to the
experimental group for which they were control group, e.g., the control
for the high eighth grades was a high eighth grade.
In order to measure this groups relationship with other Junior
High School students, the Tennessee Self Concept Scale was used,
and then
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compared to the norms. The Scale is described in Appendix IX. Table 17
j Appendix IX shows the relationship of these group scores to the norms
set down by Thompson (1972, p. 18). The middle seventh and high eighth
grade groups achieved scores very close to the norms. The low seventh
group usually scored below the norms. (For details, see Appendix IX.)
DATA COLLECTION
The pretest was given May 9 and May 10 in the Tuesday and
Wednesday before the experiences began. The four scales given in the pre-
test were the Tennessee Self Concept Scale, Involvement Scale, U Under-
stand Scale and I Understand Scale. They were given in that order during
two consecutive thirty minute class periods. The two low seventh groups
did not finish during the first testing session. The last three scales
were then given on Monday, May 15.
Because the Solomon design calls for only half the group to be
pretested, each student was asked to draw an index card and walk into the
room. The index card had previously been numbered and the deck shuffled.
Each student put his name on the card. The odd numbers were permitted to
stay and participate in the pretest. The even numbers went to the library
with their teacher.
The posttest was given the Tuesday and Wednesday following the
experience, June 13 and 14. In each case the same period of the same day
was used. All groups finished the four scales in the hour session
this
time.
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The cooperating teacher and facilitator wrote a feedback sheet
after each session with each group. The students gave written feedback on
the fifth, ninth, tenth, fourteen, and fifteenth days of the experience.
STASTICAL TREATMENT OF QUANTATIVE DATA
Campbell and Stanley state in their EXPERIMENTAL AND OUASI-
EXPERIMENTAL DESIGNS FOR RESEARCH (1963, pp. 24-25):
While Design 4 is more used. Design 5, the Solomon
(1949) Four-Group deservedly has higher prestige
and represents the first explicit consideration of
external validity factors. The design is as follows:
Design 4 Design 5 (Solomon's Design)
R 0
1
X 0
2
R 0
3 0 4
R 0
1
X 0
2
R 0 o X 0.3 4
R X °
5
R
randomization X= experience 0 - observation
By paralleling the Design 4 elements (0^ through
0 .) with experimental and control groups lacking
the pretest, both the main effects of testing and
interaction of testing and X are determinable. In
this way, not only is generalizability increased,
but in addition, the effect of X is replicated in
four different fashions: 0 „ > 0 -,, ^ *
> ^
4 *
0 > 0,, and 0. > CL- The actual instabilities
of experimentation are such that if these comparisons
are in agreement, the strength of the inference is
greatly increased. Another indirect contrioution
to the generalizability of experimental findings
is also made, in that through experience with Design
5 in any given research area one learns the general-
likelihood of testing-by-X interactions, and thus is
better able to interpret past and future Design 4s.
96
There is no singular statistical procedure which
makes use of all six sets of observation simultane-
ously. The asymetries of the design rule out the
analysis of variance of gain scores. (Solomon's
suggestions concerning these are judged unacceptable.)
Disregarding the pretests, except as another "treatment"
coordinate with X, one can treat the posttest scores
with a simple 2x2 analysis of variance design:
Control Group Treatment Group
No X X
Pretested 0^ o 2
Unpretested 0^ 0,.
From the column means, one estimates the main effect of
X, from row means, the main effect of pretesting, and
from cell means, the interaction of testing with X.
In this study the two-way classification analysis of variance was pre-
formed as stated above. From the column means the main effect of X,
i.e., the difference between the Control and Treatment groups, was
computed. And from the cell means the interactions of testing with X
was computed. All null hypotheses have been written following Popham
in relation to these posttest results only (Popham, 1967, p. 204).
In order to further examine the data the results of the groups
both pretested and posttested was analyzed. It must be clearly stated
that this data will not be used to reject any of the null hypothesis.
This further analysis is made solely for the sake of further examination
of the data. A one way classification analysis of variance was done on
this data. The pretest-posttest gain of the control group was compared
with the pretest-posttest gain of the treatment group. The one way
analysis of variance computed an F-score. In the figure above this would
be vs. 0
^
_0
3
‘
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In setting up this design Dr. Richard Haase of the University of
Massachusetts Counseling Center was most helpful. He helped guide it
from its earliest stages through the computer and into the interpretation
stages. The actual computer work was done on the facility of Rockland
State Hospital, Orangeburg, New York. Mr. John Band and Mr. Joe Wanderling
were very helpful in the adaption of programs to this specific problem.
The program used for the double classification analysis of
variance was from the Princeton Statistical Library Version 3.04 September
1, 1972, Copyright (c) 1971, Ronald Buhler. The Correlation Coefficients
presented herewith were also done at Rockland State Hospital Computer
Facility Program BMD 02D Correlation with Transgeneration. The one way
analysis of variance also used a UCLA, Health Science Computing Program,
BMDOIV.
TREATMENT OF FEEDBACK DATA
The feedback data is presented first so that the experience can
be more fully understood. The feedback given by the teacher who was
present during the pretest and posttest, and thirteen of the fifteen
sessions will be presented simultaneously with the feedback gathered in
siting from the students and from the facilitator. Chronological order
is used, beginning with the two pretest days that occurred during the
week prior to the beginning of the experience and ending with the
two
posttest days that occurred the week after the experience
ended.
This data will be presented in the above stated form
in the
next Chapter.
CHAPTER V
PRESENTATION AND ANALYSIS OF DATA
As already stated, the purpose of this study is to identify and
develop the basic skills of friendship building. The basic skills of
friendship building are identified in Chapter II. The primary emphasis
of the study was limited to the development of exercises that would offer
the opportunity to increase involvement and understanding. The exercises
developed to offer the participants the opportunity of increasing involve-
ment and understanding are described in Chapter III. In order to perfect
these exercises they were pilot tested in a junior high school. Five
means were used to assess the effect of the experiment on the participants.
In this chapter the collected data is presented and analyzed
in the fashion described at the end of Chapter IV. The effects, as
measured by the Involvement and Understanding Scales are presented and
analyzed following which the daily feedback of the students, cooperating
teacher, and facilitator is discussed.
QUANTATIVE MEASUREMENTS
The Involvement and Understanding Scales were administered to
both treatment and control groups. In accordance with the Solomon Design,
half of each group was pretested, all of each group was posttested.
In their Experimental and Quasi-Experimental Designs for
Research (1963, p. 25) Campbell and Stanley pointed out that the
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asymmetries of Solomon's design rule out the analysis of variance of gain
scores of the entire group. With this fully in mind, and remembering also
that the main analytical tool here is the double classification analysis
of variance done on the posttest results only, in order to gain a clearer
analysis of the available data an analysis of variance of gain scores
between O-j-C^ vs 0
3
~0
4
will be presented. 0^ 0 2> C>3 and 0^ referring to
Solomon's Design indicated below:
SOLOMON'S DESIGN
R
°i
X o
2
A one way analysis of variance of the pretest-posttest gain
scores is presented in each scale. The data concerns only half the control
group and half the treatment group, since the design only pretests half
of these groups. This design is presented for comparison with the main
analytical tool, the two-way classification of analysis of variance, which
was done on the posttest data only.
Campbell and Stanley pointed out, "The actual instabilities of
experimentation are such that if these comparisons are in agreement, the
strength of uhe inference is greatly increased" (Campbell, 1963, p. 25).
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Involvement Scale
involvement scale was designed to rate a person*
s
involvement with each of his classmates on a scale from one to five (of
Appendix X); however, since the computer interpreted the scale as being
0 to 4, all of the data presented here will be in terms of 0 to 4. The
range of the scores in the low seventh, middle seventh, and high eighth
differ because of the number of students in the classes. In the low
seventh classes, there were a total of 25 students on the class list of
the control group and 15 on the class list of the treatment group. The
scores for the treatment group were converted to the scale of 25. All
members on the class list were rated; therefore, a student's absence did
not effect the scale. The range of scores possible was 0 to 100. The
actual range registered was 0 to 54 for the low seventh groups. The half
of the control group pretested had a mean score of 28.8 on the pretest.
This same group scored 23.2 on the posttest for a -5.6 gain (of Table 1).
The half of the treatment group pretested averaged 26.01 in the pretest
and the same group registered a gain of 7.25 for an average of 33.25 on
the posttest. The analysis of variance (see Table 2) shows an F of 2.41,
which was significant to the <£.133 level for the pretest-posttest gain
difference in the Control-Treatment groups.
Table 4 shows the posttest results for the entire control
groups versus the entire treatment groups. For the low seventh groups,
the total group mean was 27.24. The Treatment group outscored the Control
group 33.63 to 24.04. This shows an F of 4.778 which was significant at
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TABLE 1 *** INVOLVEMENT SCALE
PRETEST AND POSTTEST MEANS AMD STANDARD DEVIATIONS
AND PRETEST-POSTTEST DIFFERENCES OF THE CONTROL AND TREATMENT GROUPS
OF THE LOW SEVENTH, MIDDLE SEVENTH, AND HIGH EIGHTH GROUPS ON THE INVOLVEMENT SCALE
SOURCE
GROUP SIZE
PRETEST POSTTEST DIFFERENCE
LOW SEVENTH
CONTROL MEANS (10) 28.80 23.20 -5.60
S.D. 11.50 9.34 15.60
TREATMENT MEANS ( 4) 26.00 33.25 7.25
S.D. 2.70 4.72 4.69
MIDDLE SEVENTH
CONTROL MEANS (14) 40.50 34.71 -5.78
S.D. 12,00 14.79 8.96
TREATMENT MEANS (14) 37.72 40.14 2.42
S.D. 11.70 11.81 9.68
HIGH EIGHTH
CONTROL MEANS (15) 49.90 47.40
-2.30
S.D. 18.10 15.17
9.96
TREATMENT MEANS (28) 52.18 55.78
3.60
S.D. 26.80 19.09
9.86
TABLE
2
***
INVOLVEMENT
SCALE
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the <. 023 level. This is in keeping with the trend established by the
halves of the Control and Treatment group who received both the pretest
and posttest.
Null Hypothesis states, "There will be no significant
difference between the performance of the experimental and control groups
on the post test Involvement Scale." Null Hypothesis is, therefore,
rejected for the low seventh group.
In the middle seventh there were 31 students on the class list
of the control group and 32 on the class list of the treatment groups.
The scores were converted to the control group ratio of 31. The range of
scores possible was from 0 to 124. The actual range of scores recorded
was from 0 to 64, with the entire group averaging 36.67.
The half of the control group pretested (See Table 1) scored
a mean of 40.5. When these fourteen students were retested in the posttest,
they scored a mean of 34.71 for a difference of -5.78. The half of the
treatment group pretested scored 37.72. When retested in the posttest,
these thirteen students scored a mean of 40.14. The gain was 2.42. Table
2 shows this to be a gain with an F of 5.42, and having significance at
the < .036 level. Table 4 shows the entire control averaged 33.84 on
the posttest and the entire treatment group scored 39.42 on the posttest.
Table 4 shows an F of 2.690, which is significant at the <.107 level.
Since Null Hypothesis H1 refers
only to the posttest it stands in the
absence of an F at the < .05 level of significance in the middle seventh
group. However, since the pretest-posttest gain scores give the
treatment
group a significant gain for the half of the group tested at the
<^.023
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level, and since the entire treatment group scored higher than the
entire control group on the posttest (33 to 39) with a level <.107, the
positive trend of a treatment response are indicated. As Campbell and
Stanley pointed out, "The actual instabilities of experimentations are
such that if these comparisons are in agreement, the strength of the
inference is greately increased" (Campbell, 1963, p. 25). This seems to
be the case for this study.
The high eighth grade control group had 34 on its class list.
One of the treatment classes had 34, the other 32. The scores of the last
group mentioned were converted to 34. The maximum possible score was
136. The highest any participant socred was 75. The group average for
the 93 participants was 48.28.
Table 1 shows that the half of the control group of this high
eighth grade group that took the pretest scored 49.7. This same group of
fifteen scored 47.4 on the posttest, for a pre-post difference of -2.3.
The half of the treatment groups that took the pretest scored 52.18 on
the pretest and 55.78 on the posttest. The half of
^
the treatment group
that was pretested showed a pretest-posttest gain of 3.6. Table 2 shows
the analysis of variance had an F score significant at the .058 level
for pretest-posttest gain. This, together with the treatment group’s
higher score on the posttest (50.58 to 43.87 for the control group)
with a <.071 level of significance, indicates a strong positive tendency,
for the treatment group. However, since the null hypothesis was written
concerning the posttest results only, null hypothesis cannot be re-
jected for this high eighth grade group because the .05 level has not
been reached.
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U Understand Scale
The U form of the Understanding scale asked the question "How
much are U (You) understood by others?" The scale appears in Appendix
XI. The scale was marked on a range of from one to five. Since the
computer translated this to a zero to four scale, the top possible score
is 40. Each student could put down a maximum of ten persons in his class.
In the low seventh grade, the actual high score was 21. The
half of the Control group at the low seventh level that was pretested
had a mean score of 7.8 on the pretest and mean 2.8 on the posttest for
a pretest-posttest difference of -5. Table 5 shows that the half of the
treatment low seventh group that was pretested scored 2.5 on the pretest
and 7.00 on the posttest for a pretest-posttest gain of 4.5.
Table 6 shows the F for the pretest-posttest gain was 4.81,
with a level of significance ^ .040. These figures show that this half
of the treatment group made a significant pretest-posttest gain over the
control group.
Table 7 shows the individual cell breakdown for the six different
observations of the U Understand scale.
Null Hypothesis H^ is related only to the analysis on the post-
test results. Null Hypothesis H^ states, "There will be no significant
difference between the performance of the experimental and control groupr
on the posttest understanding scales.
Table 8 shows the entire low seventh grade control group had
a
mean score of 3.00 on the U Understand scale. The same table
shows the
treatment group to have achieved a 9.63 mean score on the U
Understand
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TABLE 5 *** U UNDERSTAND SCALE
PRETEST AND POSTTEST MEANS AND STANDARD DEVIATIONS
AND PRETEST-POSTTEST DIFFERENCES OF THE CONTROL AND TREATMENT GROUPS
OF THE LOW SEVENTH, MIDDLE SEVENTH, AND HIGH EIGHTH GROUPS ON THE U UNDERSTAND SCALE
SOURCE
GROUP SIZE
PRETEST POSTTEST DIFFERENCE
LOW SEVENTH
CONTROL MEANS (10) 7.80 2.80 -5.00
S.D. 2.60 5.07 8.27
TREATMENT MEANS ( 4) 2.50 7.00 4.50
S.D. 2.60 4.24 3.00
MIDDLE SEVENTH
CONTROL MEANS (14) 9.00 6.36 -2.60
S.D. 7.20 6.64 5.21
TREATMENT MEANS (14) 8.85 18.79 9.94
8.13 9.71 9.99
HIGH EIGHTH
CONTROL MEANS (15) 14.90 15.67
.77
S.D. 11.23 8.81
6.12
TREATMENT MEANS (28) 14.28 13.29
-1.00
10.06 11.00 7.18
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scale. The F was significant at the <.004 level. Therefore, for the low
seventh, null hypothesis is rejected. The pretest-posttest gain of the
treatment group over the control group reinforces this rejection. There
was a significant improvement in the treatment group over the control group
on the U Understand scale for the low seventh groups.
In the middle seventh group the scores ranged over the 0-40
possible point scale from 0 to 33. Table 5 shows that the half of the
control group pretested scored 9.00 on the pretest of this U Understand
scale and 6.36 on the posttest of the same scale. This is a pretest-
posttest difference of -2.60. The half of the treatment group pretested
shows a mean score of 8.85 on the pretest and 18.79 on the posttest.
This is a pretest-posttest gain of 9.94. Table 6 shows the analysis of
variance F at 8.410 with a significant level of 4^*006. Therefore, the
pretested half of the treatment group showed a much higher pretest-
posttest gain than the pretested half of the control group, and achieved
a significance of < .006. Even though the two groups pretested just .15
apart, they ended 12.43 apart.
Table 8 shows that the entire control group had a mean score of
7.71 on the posttest and the entire treatment group scored 16.57 on the
same posttest. This represents a significant increase at the -<£.001 level.
The Null Hypothesis is therefore rejected for the middle seventh group
on the U Understand scale. The pretest-posttest gain of the treatment
group over the control group reinforces the increase findings.
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In the high eighth, the participants range on the possible 0 to
40 scale was 0 to 33. The half of the control group that took the pre-
test scored 14.9 on the pretest and 15.67 on the posttest. Table 5
illustrates the pretest-posttest gain of .73. The half of the treatment
group that took the pretest scored 14.28 on the pretest and 13.29 on the
posttest of the U Understand scale. The pretest-posttest gain for this
group was -1.0.
Table 6 shows that an analysis of variance between the pretest-
posttest gains of the two groups produced only an F- score of 0.628, and
an insignificant level of ^.430.
Table 7 shows the relationship of the pretest cells along with
the posttest cells. The non-pretested half of the treatment group scored
7.61 on the posttest. This finding had a significant effect on the
analysis of posttest results.
Table 8 shows the entire control group scored a mean of 14.56,
whereas the entire treatment group scored a mean of 9.89 on the posttest.
This is a significant difference at the «£, .030 level. This is the first
significant difference in which the control group has scored higher than
the pretest group. Null hypothesis is rejected for the U Understand
scale of the high eighth because of the significant F- score.
Because this is different result these scores were further
examined. Table 6 shows that this was the only pretest—posttest gain
wherein the treatment group did not register a significant pretest-postte 3 t
gain over the control group. Looking at Table 7, which shows the individual
cell of the posttest, one can see the Pretest Control group had a mean
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score of 15.67, the Non-Pretested Control group had a mean of 13.59, and
the Pretested Treatment group had a mean of 13.29. The Non-Pretested
Treatment group was very much lower than the above three groups and
achieved a mean of 7.61. Since the treatment group at the eighth level
was composed of two separate eighth grade classes, (of the sample used in
Chapter IV) the data was examined in more detail. The non-pretested
groups of the two classes of the treatment groups scored 7.44 and 7.80.
These results seem extremely close for groups that were in different
rooms. In the first class the pretested group scored 8.38 but in the
other class the pretested group score 17.00. The pretested group that
scored 8.38 on the posttest scored 13.84 on the pretest. Nine students
went down, three of these went from 5, 10, and 24 to zero.
The question arises about what happened to produce such a drop
in this high eighth grade treatment class.
I Understand Scale
The "I Understand Scale" asked the question, "How much do I_
understand others?" The scale may be seen in Appendix XI. The individual
items were scored from one to five. The computer interpreted these
figures from zero to four. The range of the scale is from zero to forty.
The actual range scored on this scale was zero to 28 in the low
seventh group. Table 9 shows that the pretested half of the control grouo
scored 5.5 on the pretest and 3.20 on the posttest, for a pretest-posttest
difference of -2.3. The treatment group that was pretested scored 1.75
on the pretest and 3.00 on the posttest. The pretest-posttest gain was
1.2. The treatment group's gain was 3.5 over the control group's gain.
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TABLE 9 *** I UNDERSTAND SCALE
PRETEST AND POSTTEST MEANS AND STANDARD DEVIATIONS
AND PRETEST-POSTTEST DIFFERENCES OF THE CONTROL AND TREATMENT GROUPS
|l OF THE LOW SEVENTH, MIDDLE SEVENTH, AND HIGH EIGHTH GROUPS ON THE I UNDERSTAND SCALE
1
SOURCE
GROUP SIZE
PRETEST PDSTTEST DIFFERENCE
. LOW SEVENTH
CONTROL MEANS (10) 5.50 3.20 -2.3
S.D. 6.65 8.80 7.66
TREATMENT MEANS ( 4) 1 .75 3.00 1.20
2.26
1 .83 3.77
<1 MIDDLE SEVENTH
CONTROL MEANS (14) 8.20 7.07 -1.10
S.D. 6.78 7.19 6.39
TREATMENT MEANS (14) 2.28 14.21 11.30
S.D. 6.22 9.44 10.46
{ HIGH EIGHTH
CONTROL MEANS (15) 16.26 16.13 -0.13
S.D. 7.12 8.77 5.57
TREATMENT MEANS (28) 14.60 14.54
-0.07
S.D.
1 .
10.00 12.22 7.65
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However, Table 10 shows that the analysis of variance does not reveal a
significant F. The level was <.393.
Table 12 shows that the total control group scored a mean of
3.32 on the posttest. The total treatment group scored 10.18 on the
post test. The analysis of variance revealed an F of 6.874, or a level
of significance of <.014.
The Null Hypothesis H^ stated "There will be no significant
difference between the performance of the experimental and control groups
on the posttest Understanding Scale." This Null Hypothesis is therefore
rejected for the low seventh group on the "I Understand Scale."
Table 11 shows that the non-pretested part of the treatment
group scored a mean of 14.29 on the posttest. The prested group scored
3.00 on the posttest. The reason for the total high score achieved by
the treatment group rested in the non-pretested cell. This fact pointed
out because just the reverse happened with the high eighth. The U Under-
stand Scale, results for the high eighth show that the non-pretested
treatment cell was low in relation to the other three treatment cells.
In the middle seventh, the range was from 0 to 30. The half of
the control group which was pretested scored 8.20 on the pretest and 7.07
on the posttest. The pretes t-posttest difference was -1.1. The half of
the treatment group that was pretested scored 2.28 on the pretest and 14.21
on the posttest. The pretest-posttest gain was 11.3. Table ten shows
the analysis of variance produced on F at the <_ .001 level of significance.
The Table 12 shows that the total control group at this middle
seventh level scored a mean of 7.25 on the posttest. The total treatment
group scored 14.21 on the posttest. The analysis of variance shows a
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significant F- score at the <.006 level.
Null Hypothesis is rejected with regard to the middle seventh
group’s scores on the "I Understand Scale." The result of the pretest-
posttest gain between the treatment and control groups, and the posttest
results reinforce each other because both are significantly positive and
indicates that the treatment group at the middle seventh level made
significant gains on the "I Understand Scale."
In the high eighth group the range of scores was from 0 to 40.
The only case in both pretest and posttest of all three scales where a
participant used the entire scale, i.e., scored 40 was a member of the
treatment group on the posttest. They had scored 37 on the pretest.
Since this was the only case, it seems to indicate the range was adequate
to measure the change involved here.
Table 9 shows that the half of the control group on the high
eighth which was pretested scored 16.26 on the pretest and 16.13 on the
posttest. The pretest-posttest difference was -0.13. The half of the
treatment group that was pretested scored 14.60 on the pretest and 14.54
on the posttest. The pretest-posttest difference was -0.01. Table 10
shows that analysis of variance revealed an extremely low F at .0008,
with the highly insignificant level of <.980.
Table 12 shows that the total control group scored a 14.74 mean
on the posttest. The treatment group scored a mean of 11.09 on the
posttest. The analysis of variance revealed an F score of 3.031, which
was insigificant at the < .085 level. The result closely
parallels the
result of the "U Understand Scale" results for the high eighth
group.
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Table 11 shows that the non-pretested cell of the treatment
group achieved a significantly lower score than did the other three cells
in the posttest.
Null Hypothesis H
4
must stand for this group because the accept-
able level of significance on the post test, <£.05, was not reached.
Pretest - Non-Pretest Relationship
Two additional strengths of the Solomon design are that (1) it
can measure the effects of the pretest upon the posttest test and (2) it
can measure the interaction between the experience and the pretest. In
the case the pretest is not computed in the F- score but treated as if
it were another treatment. The information gives indications regarding
further research, in so far as future pretesting is concerned. If no
effect is found between the test and the results or no interaction is
discovered, possibly this aspect may be overlooked in the future.
Hypothesis H^ states "There will be no significant difference
between the performance of the group that received the pretest and the
group that received no pretest on the posttest involvement test." Table
13 shows that the low seventh level group that was pretested had a mean
score of 26.07 on the posttest of the Involvement Scale. This pretested
group included both the control group (pretested) and the treatment group
that had been pretested. The non-pretested group included both the control
and non-pretested treatment groups.
This non-pretested low seventh level group scored a mean of
28.10. The analysis of variance shows an F- score of 0.107, which did not
obtain a significance at the ^0.746 level to reject Null Hypothesis
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Therefore, Hypothesis H
2
must stand for the total low seventh group.
In the middle seventh level, the pretested group scored 37.33
on the posttest of the involvement scale. The group not pretested scored
35.88 on the posttest of the involvement scale. The analysis of variance,
as Table 13 shows, gave a F- score of 0.202, which was not significant at
the < 0. 655 level. Null Hypothesis H, therefore stands for the Involve-
ment Scale at the middle seventh level.
The pretested group in the high eighth scored 52.85 on the
posttest of the involvement scale. The group not pretested scored 44.30.
The analysis of variance in Table 13 shows the F- score of 5.921 to be
significant at the ^.016 level. Null Hypothesis H^ must be rejected
for the high eighth group rating on the involvement scale. Also, a pre-
test effect on the posttest was found. Because one of the three groups
did show that the pretest had a significant effect on the Involvement
Scale posttest, this pretest effect must be taken into consideration when
future research and development of the involvement scale is undertaken.
The pretested group in the low seventh level scored 4.00 on the
posttest of the "U Understand Scale." The non-pretested group from the
same level scored 6.10 on the same scale of the posttest.
Table 14 shows that an analysis of variance gave no significant
F— score with a level of ^.450. Null Hypothesis H^ states There will
be no significant difference between the performance of the group that
received the pretest and the group that received no pretest on the posttest
understanding test." This Null Hypothesis H^ must stand for the total
low seventh group.
The pretested group in the middle seventh level scored 12.59
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on the posttest of the "U Understand Scale." The non-pretested group
scored 11.85 on the posttest of the same scale. Table 14 shows that an
analysis of variance produced no significant F~ score at the .758 level.
Null Hypothesis must, therefore, stand for the total middle seventh
group.
The pretested group in the high eighth level scored 14.12 on
the posttest of the "U Understand Scale." The non-pretested group scored
9.64 on the posttest of the same scale. Table 14 shows that an analysis
of variance showed a significant F at the level of <.019. Null
Hypothesis H<. must therefore be rejected for the total high eighth level.
Because in the "U Understand Scale," as on the Involvement Scale, one of
the three groups showed a significant pretest effect on the posttest, this
effect cannot be overlooked in future studies.
The pretested group in the low seventh level scored 3.14 on the
"I Understand Scale" of the posttest. The non-pretested group scored a
mean of 7.42 on the posttest. Table 15 shows that analysis of variance
gave an F- score of 2.220, which was insignificant at the ^.147 level.
Therefore, Null Hypothesis H^ stands for the total low seventh group on the
"I Understand Scale."
The pretested group in the middle seventh level scored 10.64
on the "I Understand Scale" of the posttest. The non-pretested group
scored a mean of 10.94 on the posttest. Table 14 shows that the analysis
of variance gave an F— score of 0.185, which was insignificant at the
^ .895 level. Therefore, Null Hypothesis H^ must
stand for the middle
seventh group on the "I Understand Scale." The prestested group in the
high eighth level scored 15.09 on the "I Understand Scale" of the
posttest.
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The non-pretested group scored a mean of 10.00 on the posttest. Table 15
shows that analysis of variance produced a F- score of 6.494, which is
at a significant level of <C,.013. Therefore, Null Hypothesis H<. must be
rejected for the high eighth group on the "I Understand Scale."
To summarize the pretest non-pretest relationship, in the low
seventh group and the middle seventh group there was no significant pre-
test effect on the posttest on any of the three scales. However, on the
high eighth level Null Hypothesis H^_ was rejected for each of the three
scales. In each case examined from the high eighth level, the pretested
group score was significantly above the non-pretested group on the post-
test. Therefore, despite only one rejection for each scale, the result
will need to be taken into consideration in future studies.
Testing-By-Treatment Interactions
Solomon’s design also permits an indirect contribution to
generalizability of experimental findings by checking the likelihood of
testing-by- treatment interaction. As Campbell says, "This (one) is
better able to interpret the past future design," (i.e., pretest-post-
test design when the entire group is pretested) (1963, p. 24).
Null Hypothesis H^ states, "There will be no significant difference
between the performance of students in the two independent variable groups
on the Post Test Involvement Scale." Table 13 shows that analysis
of
variance produced no significant F for either the low seventh, middle
seventh, or high eighths on the "Involvement Scale." Therefore,
Null
Hypothesis H
3
stands for all three groups.
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Null Hypothesis states There will be no significant difference
J
between students in the two independent variable groups and their per-
formance on the posttest understanding scales.” Table 14 shows no signifi-
cant F at any level on the "U Understand Scale." Therefore Null Hypothesis
Hg stands for all groups on the ”U Understand Scale.”
Table 15 shows only a significant F- score at the .049 level
for the low seventh group on the ”1 Understand Scale." The middle seventh
group scored an insignificant < .936 and the high eighth scored an
insignificant <^.375. Therefore, Null Hypothesis stands for the middle
seventh and high eighth groups. However, Null Hypothesis H^ is rejected
for the "I Understand Scale" on the low seventh level. The cells in
Table 11 show that the pretested control group scored 3.20 on the posttest.
The non-pretested control group scored 3.42. The pretested treatment
group scored 3.00. The non-pretested treatment group scored 19.29.
Analysis of this data indicates that non-pretesting combined with the
exercises leads to the greatest increase on the "I Understand Scale.
Conversely, the same table shows for high eighth level groups, the non-
pretested treatment resulted in the lowest score. The high eighth groups
score was half that of each of the other three cells of the posttest.
To summarize, the results show that testing-by-treatment occurred
in only one of nine cases, and that the level of significance for that
one case is just below the acceptable level of <1.050 (.<..049). One
result seems to signify that non-pretest treatment will produce the
greatest increase, however, just the opposite results were recorded by
the high eighth group in the "I Understand" and "U Understand"
scales.
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These results seem to Indicate the testing-by-treatment might be a direction
for future study. However, here no strong testing-by-treatment inter-
action is clear.
Table 16 shows the correlation coefficient between the three
last scales. It can be seen that the correlation between the score on the
"U Understand Scale" and the "I Understand Scale" is high: 0.837 for the
low seventh, 0.743 for the middle seventh, and 0.866 for the high eighth.
This could be interpreted as a restatement and extension of the Golden
Rule. More on this will be mentioned in Implication Number Five of
Chapter IV.
Summary of the Quantative Data
"The Involvement Scale" was given to measure the increased
involvement or lack thereof in the control vs. the treatment groups. Two
assessments were made. First, the pretest-posttest gain of the control
group vs the treatment group was measured. This measure was made for only
half of the pretested group. Second the posttest difference between the
entire control group and the entire treatment group scores was determined.
Null Hypothesis H^ relates only to the scores on the posttest. The pre-
test-posttest gain scores are used to reinforce the general direction of
the results.
The low seventh treatment group scored significantly above the
control group, 33.63 to 24.04 respectively. The analysis of variance
gave an F score significant at the <dl»023 level. Therefore Null
Hypothesis H^ was rejected for the low seventh group. The pretest-
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posttest gain added weight in this same direction with the control group
gain at 5.6 and the treatment group at 4.5. The F score was significant
only to the <.133 level.
At the middle seventh level. Null Hypothesis was not rejected.
The treatment group did outscore the control group 39.42 to 33.84. The
analysis of variance was only at the < .107 level. This finding was not
considered to be significant enough to reject the Null Hypothesis, even
though it does indicate a strong direction. This direction gains further
weight from the control group's pretest-posttest gain of -5.78 vs. the
treatment group's pretest-posttest gain of 2.42. The analysis of variance
significance F- score is at the <.036 level.
At the high eighth level, the H^ Null Hypothesis stands because
the <.05 level of significance was not reached. However, the treatment
groups' score of 50.58 over the control group's score of 43.87 on the
posttest, which yields an analysis of variance of <.071, indicates a
strong trend toward a group increase by the control group's pretest-
posttest gain of -2.3 vs. the treatment groups' pretest-posttest gain of
3.6, which yielded an analysis of F- score at <.058 level.
On the Involvement Scale, the low seventh treatment group
scored significantly higher than the control group on the posttest.
The middle seventh and high eighth treatment groups showed a strong
tendency toward higher scores than those achieved by the control group
on the posttest, even though this tendency did not reach the statistically
significant level of <.05. The pretest-posttest gains made by the
pretested groups confirmed these tendencies of gain for the treatment
groups.
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The U Understand" and "I Understand" scales were given to measure
the increased understanding or lack thereof in both the treatment and
control groups, both by the posttest difference and by the pretest—post-
test gain. Null Hypothesis related only to the posttest. The measure-
ment of pretest-postest gain was used to strengthen the conclusions drawn
from the posttest.
On the low seventh level, the treatment group outscored the
control group 9.63 to 3.00 on the posttest "U Understand Scale." The
analysis of variance gave an F- score, significant at the <,.004 level.
The treatment group's pretest-posttest gain was 4.5 against the control
group's pretest-posttest difference of -5.00. This finding strengthens
the direction established by the posttest scores. The F- score given by
an analysis of variance for the gain scores was significant at the <.040
level.
On this same low seventh level, the treatment group outscored
the control group 10.18 to 30.32 on the posttest "I Understand Scale."
The analysis of variance gave an F- score, significant at the <.014 level.
The treatment group's pretest-posttest gain was -2.3. This gain leans in
the same direction as the direction established by the posttest. The F-
score given by the analysis of variance for the gain scores was only
< .393.
On the middle seventh level, the- treatment group again outscored
the control group 16.37 to 7.71 on the posttest of the "U Understand
Scale." The analysis of variance gave an F- score, significant at the
^.001 level. The treatment group's pretest-posttest gain was 9.94
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against the control group's pretest-posttest gain of -2.6. This strengthens
the direction established by the post test scores. The F- score established
J by the analysis of variance for the gain scores was significant at the
^.006 level.
On the same middle seventh level the treatment group scored
above the control group 14.21 to 7.25 on the posttest "I Understand Scale."
The analysis of variance developed an F- score significant at the £.006
level. The Treatment Group's pretest-posttest gain was 11.3 against the
control groups pretest-posttest gain of -1.1. This strengthens the
direction established by the posttest relationship, since the analysis of
variance gave an F- score significant to the .£.001 level.
Null Hypothesis states "There will be no significant difference
between the performance of the experimental and control groups on the
posttest understanding scale." Null Hypothesis H^ is rejected on the low
and middle seventh group for both the "U Understand" and "I Understand"
scales.
On the high eighth levels, the treatment group scored below the
control group 14.56 to 9.89 on the "U Understand" Posttest and 14.74 to
11.09 on the "I Understand" posttest. This direction is the opposite of
that reported for the above scales. Several possible explanations for
this phenomenon are offered in Chapter VI. Only the "U Understand scores
reached a significant level of F- score ( .030). Therefore, Null
Hypothesis E. is rejected for the high eighth "U Understand" results but
not rejected for the "I Understand" results. Both of the pretest-posttest
gain scores are insignificant.
With the exception of the high eighth, the data show a
strong
indication of increased understanding on both the "U" and
"I Understand"
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scales. The high eighth group presented an opposite tendency. No
effect of the pretest on the posttest can be seen for any group other than
the high eighth. For the high eighth group, the pretested group outscorad
the non-pretes ted groups on each of the three scales and had a statistically
significances of ^ .016, 4^ .019, and <^.013, respectively.
There was only one significant interaction ( .049 level)
between the pretest and the treatment. Here on the low seventh grade
level of the "I Understand Scale” it seems to indicate no pretest and
treatment will result in the greatest gains. The data does not indicate
a strong interaction between the pretest and the treatment. A highly
significant correlation was found between the scores achieved by the low
seventh on the different scales. This finding may offer some insight
about improving a person's feeling of being understood and trying to be
understanding.
FEEDBACK DATA FROM PARTICIPANTS
,
TEACHER AND FACILITATOR
Risk of Activity and Participation in the Activity
The first day there was general giggling as we began the
exercise (see Appendix VIII, Session One). This seemed to be the
participants external reaction to release the tension of the newness of
the experience and the risk involved following the new facilitator with-
out the classroom teacher. (The participating teacher was absent the
first and 14th days.)
The involvement of the participants with their partners
generally seemed to follow the degree of risk of the activity.
Several
times during the experience, more than one of the students found
it
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difficult to get involved in the experience. For example, this occurred
,
durinS the exercises on Personification of Precious Thing (sixth day)
;
First Trust Walk (seventh day); Sharing Successes (twelfth day); and
Dyadic Encounter. In each case, the risk was not low but moderate to high.
In each case, a significant number of students hesitated in the activity
or they showed their uncomfortableness by not participating. The researcher
interpreted this as meaning the risk involved in the activity inhibited
their involvement with one another.
Rick and the Increased Involvement
For the most part, the activities were low risk. The students,
the cooperating teacher, and the facilitator all received the impression
that, as the exercises progressed, most of the class members showed a
greater wilingness to become personally involved with an increasing
number of classmates. The involvement with different classmates was
planned in such a way that most participants continued with the tasks set
in the exercises throughout the entire experiment. At first, the partners
chosen were usually old established friends. By the third or fourth day,
most participants were willing to get involved with someone not so well
known to them. By the end of the fifth day, the student feedback was
that they had an average of four different partners during the first five
sessions. On the tenth day, when asked to make a resolution concerning
how many new partners they would try to have during the remainder of the
experience, all resolved to be a partner to at least one new person.
The average number of new people the class members resolved to become
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involved with during the last five days was three. Four days later, 78
per cent of the participants who had remembered their resolutions had
fulfilled it.
Risk Related to Maturity of Students
Observations indicated that the students became more mature as
they moved from low seventh through middle seventh to high eighth.
Their ability and willingness to participate in the experience increased
following the same pattern. The low seventh members would sometimes
refuse to become involved if an exercise had the least hint of risk. The
high eighth participants seemed to be willing to participate in most of
the exercises, regardless of risk.
A comparison of the results of the Involvement Scale with the
feedback received from the cooperating teacher and facilitator reveals a
facet that needs further investigation. The Involvement Scale shows that
the low seventh made the most significant gain. However, the high eighth
group had found it easier to participate in extremely high risk exercises
than had the low seventh. This observation leads to a question regarding
its implications for refining the exercises. This two-part question will
be discussed later.
Risk and Boy-Girl Involvement
For this age group, 12 to 14 years old, boy-girl involvement
offered more risk than same-sex involvement. It was also much more
difficult for the low seventh to cross sex lines than for the high eighth
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to do so. High risk exercises had an effect on the choosing of partners;
as the risk involved in the activity increased, the number of boy-girl
partners decreased.
Risk and Public Sharing
The cooperating teacher observed that the high eighth graders
were not too willing to share publicly with the total group. At times,
the low seventh and, to a lesser degree the middle seventh wanted to do
an exercise as a total group more than do it with partners. Both the low
and the middle seventh were usually ready to share immediately with the
total group.
At times, the low seventh students reacted as if there was more
risk in getting involved with partners than there was in sharing with the
entire group. The relationship between the sharing publicly and the
increase shown on the Involvement Scale is quite interesting. The low
seventh students were the most willing to share publicly and showed the
greatest gain on the Involvement Scale. The eighth shared publicly and
very well at times but, as a general rule, they were much less interested
in sharing publicly than was the low seventh. The scores of the students
in level eight increased the least on the Involvement Scale. The middle
seventh group was in the middle position, both on the Involvement Scale
and in willingness to share publicly. Possibly the more academically
capable middle seventh had more fear of being laughed at than did the
low seventh. It is known that one of the things junior high students fear
most is being laughed at by friends. (This aspect is discussed in Appendix
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II* where the results of a Fantasy are reported.)
The researcher believes that the relationship between increased
involvement and willingness to share pubicly needs further investigation
to clarify its implications for the improvement of the exercises.
Risk of Exercise and Role Playing by Cooperating Teacher and
Facilitator
When the cooperating teacher returned on the second day, the
facilitator and the teacher role played the exercise prior to the partici-
pants being asked to do so. This demonstration seemed to significantly
decrease the risk perceived by the students in the exercise. It also
greatly increased the degree of involvement the participants were willing
to reach. Another interesting side-light was that many students wanted
the teacher for a partner. The teacher’s willingness to role play the
exercise first and then to participate was a significant help in encouraging
the students to risk and become involved. The demonstration role playing
of the exercises by the facilitator and teacher was found to be a signifi-
cant method for making the exercises low risk.
Level of Satisfaction and Involvement
The facilitator's and the cooperating teacher's feedback
indicated that the exercises had succeeded in producing a general level
of satisfaction and involvement in the students "satisfaction," as here
used, means that the exercises (with a few exceptions) generally
produced
positive experiences for the students. Usually, the participants
had
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quite willing to become involved in each activity. The facilitator
(researcher) observed that the constant positive experiences (i.e., the
high satisfaction of the exercises)
,
encouraged the students to become
interested and involved in the exercises and, that in turn, this
satisfaction made it easier for them to be interested in one another.
The feedback from the participants at the end of the fifth day
also indicated a high degree of satisfaction. Almost all students
completed the open sentence that related to what they had enjoyed during
the first week. When asked what they did not enjoy, 73 per cent of the
low seventh, 43 per cent of the middle seventh, and 50 per cent of the
high eighth answered, "nothing."
The open statement "I hope Ray
.
was given so that the
participants could show their lack of satisfaction by indicating something
the facilitator should do. The majority indicated their satisfaction by
saying something like, "I hope Ray will stay or continue doing what he
is doing." The researcher and the teacher concluded, both from the feed-
back and the information gained from the "Involvement Scales," that the
exercises generally gave high satisfaction and that this satisfaction did
produce involvement. However, there were exceptions. For example, the
"Sharing Success" exercise proved not to offer high satisfaction for some
because they could not remember any successes. The lack of successes to
share made sharing more difficult.
Effect of Satisfaction Related to the Mood of the Group
As every teacher knows, bad weather has an effect on students.
The experiences devised for this study proved no exception. When the
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weather was hot and humid, discomfort high and satisfaction low, it proved
difficult for the students to become genuinely involved. However, a
satisfying experience seemed to relax the group and make involvement
easier. The exercise No Right Way," a physical exercise produced high
satisfaction in the group. Immediately after this exercise, involvement
was at a high level. The implications derived from this information is
that more high satisfaction relaxation exercises should be included in
the overall design of the program.
High Risk and High Satisfaction
High risk did not automatically bring with it low satisfaction.
It was found that if the participants were prepared for it, high risk
could produce high satisfaction.
A good example of this phenomenon is found in the dyadic
encounter. Dyadic encounter (Appendix VII) was one of the higher risk
events of the experience, and most participants had become prepared for
it. The feedback (session fifteen. Appendix VIII) was strongly positive
and indicated that most students had had a very satisfying experience.
Satisfaction and Killer Statements
A "Killer Statement" is a statement designed to cut another down.
One of the things that junior high school students fear with regard to
friendship is that their friends will make fun of or laugh at them (see
Fantasy, Appendix II). The "Killer Statement" inhibits trust and makes
one very cautious about sharing deeply with another. Each group
used a
certain level of killer statements. Xn the low seventh, the
students cut
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one another regularly, as if strictly observing the rules of a game.
When "Killer Statements" were discussed, a significant number of students
in the low seventh group doubted that the group could stop using Killer
Statements for a week. On the eighth grade level the Killer Statements
were not as outwardly obvious as they were at the lower level. But
certain silent signs led the facilitator and cooperating teacher to believe
that the killer statements might have been, none the less, very influential
in keeping the older group from becoming more involved. This observation
implies that more exercises should be designed to increase awareness
of the ever present Killer Statements and their inhibiting effect on
involvement.
Active Listening Improved by Low Risk Activities
The low risk activities seemed to improve the active listening
opportunities. The "Magic Box" exercise, used during the second session,
served as the introduction to low risk activities. Most of the partici-
pants seemed very capable of responding to active listening because the
activity was fun and was non-threatening.
Active Listening - Permanent Partner and Accomplishment
of Understandings
Active listening was explained often from the second session on.
Many of the exercises were directed toward active listening. When the
participants competed, as in the game at the end of the Vegetable Interview
(cf. session eleven), they showed that one could understand another as if
one were in the other's shoes. The students were found to do this very
well.
u,,
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The idea of a permanent partner was introduced to increased the
^
depth of understanding. However, with the exception of the Dyadic
Encounter, the understanding games did not necessarily lead toward an in-
depth understanding of another person. The other understanding games
emphasized understanding - but of safe topics. For these exercises to be
improved, more depth exercises in understanding need to be added. In
some cases, understanding of the permanent partner became much deeper.
However, after some individuals had agreed to be permanent partners with
others, they shifted. This caused hurt feelings. For example, see the
feedback at the end of the Dyadic Encounter. "I guess my other partner
doesn’t like me. She went with another person and left me out in the cold
and spoiled my whole day because I really like her as a good kid,"
(Appendix VII Session 15) . The researcher believes that the very nature
of the relationship of friendship causes people to need the freedom to
stop being friends; on the other hand, some form of thoughtfulness and
consciousness of the hurt one might cause another needs to be considered.
When future refinement of the exercises is made, this aspect should be
taken into consideration.
Effect of Active Listening in Relation to Understanding
and Friendship
The facilitator observed that active listening did increase
understanding and, thereby, friendship. A typical example of the feed-
back received from the participants is: "Last week something someone
did to make me feel more friendly was. . .[he] actively listened to me.
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(cf. Appendix VIII, Session 14). This comments fits well with the theory
of friendship, as explained in Chapter II, wherein the observation is made
that one cannot directly control his emotions. However, empathic under-
standing, encouraged by active listening, would set the stage for feelings
of acceptance and unconditional caring. This concept was found to be
true for a significant number of students. This aspect shows success in
the increase of empathic understanding and indicates that future refine-
ment of the exercises should offer more active listening opportunities.
Conviction of Ability Related to Success
We have no method at our disposal of knowing for certain that
many successful experiences of becoming involved caused increased
conviction of the ability to become involved. The same is true of being
understanding and being understood. Also, we have no certain knowledge
to conclude that the increased conviction of ability to become success-
fully involved with others caused a greater willingness to be involved.
And the same is likewise true of the being understood and understanding.
However the facilitator and the cooperating teacher found that
the majority of students were gradually becoming successful in becoming
involved with classmates with whom they generally would not react. Also,
when in the tenth session they participants were asked to make a resolution
concerning the number of new contacts they would like to make in the
remaining five days of the experience, a small number of students resolved
to meet at least one new person and a majority of students resolved to
spend one exercise with at least four people with whom they generally did
not react. Four days later, 78 per cent of those who remembered their
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resolution had fulfilled it. The indications are that these exercises
had helped to build the students' convictions of ability, and the related
willingness, to become involved.
Success and Failure to Become Involved and the
Feeling of Friendliness
In the fourteenth session the participants were asked "Last
week something someone did to make me feel more friendly was. . ."
Some typical answers were:
"... picked me."
"... accepted my picking them."
The opposite statement was made later on the same feedback sheet.
"Last week something someone did to make me feel
less friendly was. . ."
Some typical answers were:
"... did not pick me."
".
. . said they were already picked when they
really were not."
"... refused my pick."
These answers appear to reinforce the relationship between feeling friendly
and the success or failure in becoming involved.
Ir so far as the experience set up opportunities for becoming
involved it seems to be moving in the correct direction, and in so far
as the experience attempted to set up high satisfaction situations
to
increase the possibility of a successful experience it also seems
to be
moving in the correct direction. In the refinement of the experience
some thought, discussion, and possibly exercises need to be devoted to
consideration of how to handle a rejection of what it means.
CHAPTER VI
SUMMARY, IMPLICATIONS
, AND RECOMMENDATIONS
The purpose of this study was to identify and develop the basic
skills of friendship building.
The theoretic basis for this study was presented in Chapter II.
The Western World's literature about friendship was reviewed and selected
authors works regarding friendship beginning with Aristotle, were cited.
The variables related to the following three questions were discussed:
How does friendship begin?
How does friendship develop and grow?
What are some of the characteristics of the
mature friendship?
From the variables discussed in this section, two cardinal
variables were selected as the major focus of this study, i.e., involve-
ment and understanding. Exercises were created to aid in the development
of increased involvement. These exercises were designed to afford low
risk and high satisfaction and offer the participant the opportunity to
practice active listening as a means of building self-confidence in his
own ability to become involved and be understood and understanding.
Chapter III offered additional guidelines for the exercises,
followed by a description of each exercise, its rationale, and its
procedure.
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Chapter IV described the research procedure in detail. The
research design was explained and the measurement of the variables,
sampling, data collection, and treatment of the data were described.
The data of the quantative measures of the Involvement Scale and Under-
standing Scales were presented and analyzed in the first part of Chapter
V. The feedback gathered from the students, cooperating teacher, and
the facilitator was presented in the second section of Chapter V, in
order to set guidelines by which the exercises of the experience could
be further refined.
Chapter VI includes three parts:
a) A summary of the data analysis presented in
Chapter V.
b) The implications of the findings for the
refinement of the exercises of the experience.
c) ' Recommendations for future research and
investigation.
SUMMARY
This summary contains two parts. First, the data collected
from the quantitative measures of the Involvement Scale and the
Under-
standing Scale will be presented. Then the information gained
from the
feedback of the participants, cooperating teacher, and
facilitator will
be summarized.
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Summary of Data from Quantative Measurements
The Involvement Scale is a scale specifically related to the
first of the two variables that the sixteen day experience was designed
to increase, i.e., the type of involvement that is the beginning of
friendship. As can be seen in Table 4, each of the three treatment
groups showed a higher mean score on the posttest than did the control
group. The test scores of the middle seventh and high eighth treatment
groups tended toward the acceptable level of significance at the ^ .05
level with .107 and <^.071. The test scores of the low seventh
group which scored 33.63, achieved a level that is more significant than
the acceptable <.*05 level at <^.023 level.
Null Hypothesis states: "There will be no significant
difference between the performance of the experimental and control groups
on the posttest involvement test." Null Hypothesis H^ is disproved for
the low seventh group only. Table 1 shows that each of the three treat-
ment groups achieved a higher mean pretest-posttest gain score than their
respective control groups. Table 2 shows this difference to have been
significant at the 0.036 level for the middle seventh group. The low
seventh and high eighth groups tended toward a statistically significant
increase at .133 and .058, respectively. The results of these pretest-
posttest scores add strength to the conclusion that the treatment groups
did score significant gains over the control groups on the involvement
scale.
i
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The "U Understand" and "I Understand" Scales relate to the
other variable that the sixteen day experience was designed to increase,
that is, understanding of others. Null Hypothesis states: "There
will be no significant difference between the performance of the experi-
mental and control groups on the posttest understanding scales." Null
Hypothesis H^ must be rejected for the low seventh and middle seventh
groups on both the U Understand and the I Understand Scales. The low
seventh treatment group scored a higher mean than did its control group on
the posttest "U Understand Scale" (9.63 to 3.00 respectively, significant
at the <^.004 level). This same treatment group also scored a higher
mean than did its control group on the posttest "I Understand Scale"
(10.18 to 3.32 respectively, significant to the <^.014 level). In the
middle seventh group, the treatment group scored a higher mean than did
the control group on the "U Understand Scale" of the posttest (16.57 to
7.71 respectively, significant at the ^ .001 level). The same group
also scored a higher mean than the control group of the "I Understand
Scale" of the posttest (14.21 to 7.25 respectively, significant at the
< .006). Therefore, Null Hypothesis H4 is rejected for the low seventh
and middle seventh of the "U Understand" and "I Understand" scales.
The study of pretest-posttest gain scores adds weight to the
above direction. In each case, the half of the treatment group that
had
been pretested showed a greater pretest-posttest gain than the
half of
the control group that had been pretested. On the "I
Understand Scale
the middle seventh treatment group achieved a pretest-posttest
gam of
11.3 whereas the control group pretest-posttest achieved
a difference of
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-1.1. Thus the treatment group’s gain was significant at the <.001
level. On the "U Understand Scale" the middle seventh treatment group
had a mean pretest-posttest gain of 9.94, whereas the pretest-posttest
^^^^erence f°r *-he control group was -2.6. The analysis of variance
produced on F-, scored significantly at the' <.006 level. On the low
seventh level, the treatment group mean score for pretest-posttest gain
on the U Understand Scale," was 4.5, whereas the control group had a
pretest-posttest difference of -5. The analysis of variance produced an
F- score, significant at the <.040 level. That same low seventh
treatment group had a mean pretest-posttest gain of 1.2 on the "I Under-
stand Scale," whereas the control group achieved a pretest-posttest
difference of only -2.3, (which gave a rather insignificant F- score, at
the <.343 level). Because each of the treatment groups achieved a
larger mean pretest-posttest gain than did its control group, and because
an analysis of variance produced three highly significant F- scores,
additional weight was found for the rejection of Null Hypothesis for
the two "Understand" scales for both seventh grade groups.
On the eighth level, the control group scored a higher mean on
the posttest of each "Understand" scale. On the "U Understand Scale,"
the control group was higher at 14.56 to the treatment group’s 9.89. This
finding was significant at the <.030 level. On the "I Understand
posttest, the control group also had the higher mean score of 14.74
to the treatment group’s 11.09. This was significant at the <.085 level
which was not sufficient to reject the Null Hypothesis H^. Therefore,
Null Hypothesis H^ is rejected for the "U Understand Scale at the high
eighth level, but stands for the high eighth group on the "I Understand
Scale.
"
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Because of the variances in gains by the treatment groups vis a
vis the control groups, the pretest-posttest gain scores for the two
"Understand" scales added little weight to any conclusion. The signifi-
cance of the pretest-posttest gains of the high eighth control groups
on the "I Understand Scale" was <.980 and on the "U Understand Scale"
was <.430. However, the low seventh and middle seventh groups shows a
very significant gain on both scales when considering at the posttest
results and the pretest-posttest gain scores. On the high eighth there is
an increase registered for the control group but lacking the strength of
the seventh grade treatment group gains.
However, since the eighth is a reverse of the seventh group
trend is there any possible reason for the result. Two explanations
have been offered for the reverse trend in the high eighth. The exercises
were such that for the more mature students in the high eighth they served
to increase the awareness of not being understood or understanding. A
second explanation might be found in the relationship to the pretest.
For both scales, the treatment group that had no pretest had a significantly
low score on the posttest. For example, on the "U Understand Scale" the
pretested control group had a mean of 15.67, the nonpretested control
group had a mean of 13.59, and the pretested group had a mean of 13.29.
The nonpretested treatment group had a posttest mean of 7.61 (cf. Table 6).
On the "I Understand Scale" (cf. Table 10) the other three groups scored
16.13, 13.53, and 14.54, respectively. The treatment group not pretested
score 8.18; approximately 30 per cent of the members of this group
recorded that there was no one who understood them. In contrast, only
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5 per cent in the three other cells stated that no one understood them.
The pretest's effect the results of the posttest relationship between
the treatment and control group is seen dn this.
The pretest-posttest results are now given consideration. A
strength of Solomon s design is the ability to measure pretest effect on
the posttest.
Null Hypothesis H
2
states: "There was no significant difference
between the performance of the group receiving the pretest and the group
receiving no pretest on the posttest Involvement Scale. Table 13 shows
that there was no significant difference for the low seventh and middle
seventh groups. Therefore Null Hypothesis H
2
stands for the seventh grade
groups. But the high pretested high eighth group scored a mean of 52.85
on the posttest against the non-pretested group's mean of 44.33. The
difference is significant at the <.016 level. Therefore, Null Hypothesis
H
2
is rejected for the high eighth group.
Null Hypothesis H^ states: "There will be no significant
difference between the performance of the experimental and control
groups on the Posttest Understanding Scales. Table 14 shows no significant
difference was achieved by either the low seventh or the middle seventh
on the "U Understand Scale." Table 14 shows no significant difference was
recorded by either of the seventh groups on the "I Understand Scale.
Therefore, Null Hypothesis H^ must stand for these groups.
However, on the high eighth level, the pretested group outscored
the non-pretested group 14.12 to 9.64 on the "U Understand Scale," (Table
14). This was a significant difference to the <.019 level. On the
"I Understand Scale," the same pretested group had a higher mean
(15.09)
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than did the nonpretested group (10.00). This was a significant difference
to the <. 013 level. Therefore, because of the results registered by the
high eighth groups, Null Hypothesis must be rejected, for the two
"Understand" scales. This significant result on all three scales,
indicates that the effect the pretest on the posttest must be considered
in future research.
Null Hypothesis H^ states: "There will be no significant
difference between the performance of students in the two independent
variable groups on the postest involvement test. Table 14 shows no
significant reaction on the part of any group on the "U Understand Scale."
Therefore, Null Hypothesis stands for all three groups. Table 15
shows that only the low seventh group registered a significant difference
(at the <(,.049 level).
Hypothesis H^ must be rejected for only the low seventh group
on the "I Understand Scale." Null Hypothesis H states: "There will be
no significant difference between the performance of the students in the
two independent variable groups on the posttest Understanding scales."
Even though this interaction was just one out of nine possibilities, it
does indicate that the pretest-treatment could react on the posttest
results. This finding indicates that in future research the possibility
of interaction between pretest-treatment must be considered.
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Summary of Data from Qualitative Feedback
The following information was gathered from the feedback of
either students, cooperating teacher, or facilitator. It was the facili-
tator's observation that the low risk activities encouraged participation
in the activities and also increased the participants' willingness to
become involved with their relatively unknown classmates; however, when
the risk of the activity increased, the participants usually choose the
more familiar, less risky, partner rather than an unknown-risk partner.
During the study, the higher academic classes handled all the
activities better but the lower academic classes apparently were more
generally satisfied with the experience. The satisfaction level, as
measured by student feedback, was found to correlate more closely with
the results shown on the three scales than the facilitator's observation
of ease in handling the exercises. If the facilitator role played the
exercise with the cooperating teacher prior to the group being asked to
participate, the risk level was lowered.
When a group was doing satisfying things, the group's mood
tended to make it easier for its members to become involved.
However, high risk exercises like the Dyadic Encounter and Trust
Walk produced high satisfaction when the group was properly prepared.
The Killer Statement was found to be a significant factor both in
inhibiting participation and in limiting satisfaction.
The climate for Active Listening was improved when the
exercise
was low risk. Active Listening seemed to increase satisfaction
and
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j understanding among permanent partners.
With, the groups that were involved in the study, the conviction
Ability to become involved with others followed success in becoming
involved. Success or failure in becoming involved apparently had a
significant effect on the feeling of friendliness.
THE IMPLICATIONS OF THE FINDINGS FOR THE REFINEMENT
OF THE EXPERIENCE
Effects of the Sixteen Day Experience - Increased Involvement
The Involvement Scale showed that each of the treatment groups
scored a higher mean than did their respective control groups. The low
seventh treatment group mean was 33.6 compared to 24.0 for the control
group. The middle seventh treatment group mean was 39.4 compared to
33.8 for the control group. The high eighth treatment group mean was 50.6
to 43.9 for the control group. The difference between the treatment
group and control group for the high eighth and middle seventh approached
acceptable level of significance, at ,*1.107 and *1.071, resp ctively.
The low seventh treatment group scored sigrifican tly higher than the control
group (^.023). This is a bit surprising in view of the experience of the
facilitator and classroom teacher. The two adults had observed that the
exercises had the most perceivable success with the eighth grade group.
The low seventh had proved the most difficult group to work with, and many
times the exercises had seemed above this group's ability and maturity.
The following explanations for this unexpected finding may be
considered:
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(1) Possibly the low seventh group, even though it was the most difficult
•> to work with, was actually getting the most out of the exercises. (2) A
second consideration might be the final testing conditions. Apparently
something was bothering some of the students in the eighth grade treat-
ment group the day the final scales were filled out. On the other hand,
the control group seemed to be in high spirits. This testing day condition
may have been more significant to the treatment group than had the effects
of the experience itself, which had ended four days before the final
testing.
There are several implications for further development contained
here:
Implication One
The fact that the participants do not immediately find the
exercises easy and pleasant does not necessarily mean that they are not
profiting from the experience. The high eighth participated much more
willingly during the sixteen day experience than the low seventh. But the
low seventh increased on the "Involvement Scale" was significant at the
^ .025 level whereas the high eighth’s
increase was only significant
at the <..071 level.
Implication Two
The fact that the participants do all the exercises
does not
necessarily mean they are increasing their involvement
or understanding
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Implication Three
The conditions on the day of testing need to be examined and
taken into consideration. Even though the groups were pretested and
posttested at exactly the same time of the day on the same day of the
week, there were some indications that testing conditions were effecting
the results. Since the Tennessee Self Concept Scale and the Interpersonal
Competencies Scales were given before the Involvement and Understanding
Scales, the tiredness factor might be a factor especially in the after-
noon testing situation.
Effects of the Sixteen Day Experience - Increased Understanding
The "Understand" scales in both the "U" and "I Understand
sections showed a significant difference in the control vs. treatment
groups. The "U Understand section was related to the question "How much
do you believe your classmates understand you?" The "I Understand" section
related to the question, "How much do I understand my classmates?"
The treatment groups on the seventh level scored higher than
did the level seven control groups on both "Understand" scales. These
four levels of significance were highly acceptable (Tables 3 and 4) : on
the "U Understand Scale," the low seventh had <.004 and the middle
seventh had < .001; on the "I Understand Scale," the low seventh had
^.014 and the middle seventh had <.006.
Just the opposite occurred with the high eighth group. The
control group achieved the higher mean scores on both "Understand" scales.
On the "U Understand Scale" the acceptable level of significance, <.030,
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was achieved. On the "I Understand Scale," the score was close to an
acceptable level of significance, at <.085. Even though this latter
result does not reach the level of significance as the comparable scores
for the seventh groups, the results certainly represent contradictory
patterns. On both scales the effect was most insignificant in the cell
that received the treatment but was not pretested. On the "I Understand
Scale' 1 (cf. Table 10) the other three cells scored 16.13, 13.53, and
14*54. The treatment group not pretested scored 8.18; approximately
30 per cent of the members of this group recorded that there was no one
whom they understood. On the "U Understand Scale" the treatment cell
not receiving the pretest scored 7.61 (cf. Table 6). The other three
cells scored 15.67, 13.29, and 13.59. Again about 30 per cent indicated
that there was no one who understood them. In contrast, only 5 per cent
of the other cells indicated that no one understood them, or that they
understood no one. It is difficult to definitely determine the reason
for the larger number in the treatment non-pretested cell felt no one
understood them. Possibly a refined "Understand Scale" would help solve
the problem.
Implication Four
The instruments of measuring understanding needs to be further
refined. The author believes these refinements might take several
directions. The scale might be altered so that a person filling out the
scale would have to make an effort to put zero. Now the person
arriving
make the effort. The person making no effort receivesat a high score must
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zero. A second direction for refinement might be to adopt it to the world
outside the classroom. As it was given in this study it was for class-
room use only and to be used in relations to the people in the class.
Implication Five
The approach to increase understanding through active listening
seems to be a promising one and needs to be continued and expanded.
Even though the eighth grade group results were not heavily indicative of
increased understanding, the two seventh grade groups did score very
significant increases in understanding for the treatment groups. One
area of possible increase could be in the area of active listening con-
cerning real problems. In the sixteen day experience most of the active
listening was done in low risk situations like the vegetable interview,
celebrity interview, and personification of a precious thing. Only during
the dyadic encounter was the topic related to the real world of how they
really felt about one another. In a longer experience an attempt to share
problems of real significance with active listening might prove to increase
understanding
.
This researcher also believes that if active listening could be
brought into play on sharing negative feelings in a non-judgmental way
an increase of understanding would result. And then if partners would
jointly as a team try to resolve the negative feelings a big step forward
toward understanding would be taken. These negative feelings XTOuld first
be about other things and other people, and then would work
around to
sharing and solving negative feelings about the actions of the
listener.
The ability to handle negative feelings about his own actions
is certainly
I
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a high level of non-judgmental understanding.
Understanding vs. Feeling Understood
The high correlation coefficients shown between the feeling "I
am understood by my classmates," and "I feel I Understand my classmates"
is highly significant. These coefficients were 0.837 for the low seventh,
0.743 for the middle seventh, and 0.866 for the high eighth. This would
appear to be a restatement of the golden rule. The golden rule states:
"Do unto others as you would have others do unto you." The correlation
coefficient can be stated: "Try to understand others and you will be
understood by others," or "Try to understand others and you will feel that
others understand you."
This finding has real application for building the basic skills
of friendship building. It seems to state that in order to be understood,
one must first try to understand. These high correlation coefficients
found between a feeling of understanding others and being, in turn, under-
stood by them, can be taken as an indication of the correctness of the
first half "giving" and the other half "receiving." Of course, the
correlation coefficient does not indicate the direction of the causality.
The true causality is probably reciprocal. However, the question is somewhat
academic. In the practical world, since a person who wants to increase the
basic skills of friendship building has control only over himself, that
person's starting by trying to understand others rather than waiting for
others to understand him, seems to be the more logical way for
h-fm to establish friendships.
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Implication Six
The approach to building understanding through attempting to
give understanding appears to be a sound approach and needs to be continued
and expanded.
Implication Seven
The effect of the pretest on the final outcome should be taken
into consideration in further testing, based on the finding in the study
that one out of three groups evidenced a consistent pretest interaction.
How could we take the pretest effect on the posttest into consideration?
Several directions might be taken. First, the effects of the pretest on
the posttest might be seen as a negative thing. In this case one might
work to eliminate this influence. On the other hand, the pretest might
be simply viewed as another treatment. If it has the effect that it
increases understanding, possibly the pretest should be used regularly.
This leads this author to a new third possibility. This researcher
conjectures that the effect of taking the "Understanding Scales" and the
"Involvement Scale" frequently would have a plateauing effect. After a
certain number of repetitions the participants would clarify and definitely
establish their own mind. From that time on any change would clearly
reflect a change in reality. This would indicate that in future experi-
ments the scales might be given weekly over the cause of the entire
experiment and for several weeks before and after the experience.
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Implication Eight
Sin^e there was only one significant interaction between the
Control-Treatment vs. Pretest-Posttest Groups attention to this aspect
in future research does not seem a high priority item.
Implication Nine
Since the low risk activities made it possible for the majority
to participate in most of the activities, the early activities of the
experience should be kept low risk in future application
During the experience it was observed that almost all participated
almost all the time. When the activity became higher risk the participa-
tion was more difficult and shorter in duration, when the group was not
prepared for the risk. When the group was prepared the higher risk could
produce equally desirable results as is seen in the next implication.
Implication Ten
The feedback from some of the higher risk activities like the
Trust Walk and Dyadic Encounter reported a high degree of satisfaction.
High risk activities should be considered as very appropriate for use
in at the correct time and in the correct setting.
In the exercises a needed refinement is higher risk activites in
the area of active listening for real problems. However, caution seems
in order. What might be seen as a high risk item for one age group might
be too risky for another. At the same time it might prove boring
for
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others. Risk seems to be "U" shaped. What is boring for some and too
risky for others is just right for others. At times this difference
seemed evident over the low seventh to high eighth span.
Implication Eleven
The feedback indicates that as the activity becomes high risk,
the participants tended not to risk choosing someone relatively unknown.
A certain period of time was needed to build up the participants’
confidence. Therefore, experience should not be too short. This seems
to indicate that an alternative time situation for the experience might
be once a week for an entire year. Over the extended time regular tests
could be given for periodic feedback and some attention could be given to
the application outside of the classroom.
Implication Twelve
There seemed to be a relationship between increased involvement
and understanding and the willingness to publicly share an activity.
This relationship needs further investigation to understand its implica-
tion for increasing involvement and understanding. This implication is
drawn from the following! The low seventh was most consistent in being
willing to share publicly. This we know from consistent feedback from the
facilitator and cooperating teacher. The low seventh treatment group also
made the most consistent gain on all scales. The high eighth on the
other hand was the least consistent to be willing to share
publicly.
showed the least significant positive increase overThe treatment group
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the control group. Does this simply mean that the exercises should
J delude regular opportunities to share publicly. Certainly Fitts theory
of Interpersonal Competencies states that the willingness to be open
increases a relationship if used at the proper time.
Implication Thirteen
The feedback received from the students showed that the general
level of satisfaction with the experience and the increased response on
the Involvement and Understanding scales paralleled each other. There-
fore, the exercise should continue to produce high satisfaction to
encourage increased involvement and understanding. This writer's conviction
that involvement increases as satisfaction from the relationship increases
has been strengthened by this information. Does this mean the exercises
should be invented to help people become more able to enjoy other people?
It is this writer's conviction that the approach is very reasonable. The
enjoyment of another not only increases involvement it increases caring,
acceptance, and the depth of the relationship.
Implication Fourteen
In the pilot exercises, no consideration was given to someone
being turned down as a partner or otherwise being rejected. Some
discussion and exercises should be included in the experience to prepare
a person to cope with rejection. Rejection did happen. In the feedback
of one of the participants on the fifteenth day we read:
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In the last two clases my partner and I have.
.
.
"
"I guess my other partner doesn’t like me. She
went with another person and left me out in the
cold and spoiled my whole day because I really
like her as a good kid. But she does not really
.
care, I guess."
If a friend is to be a friend and not a slave, they must be free. And
If a friend is to be free, he must be free not to be a friend. The
difficulty is that when someone chooses not to be a friend, the other
person feels rejected and challenged. This raises the very important
question, "Is it possible to prepare for rejection?" Or might the
question be changed to ask, "Is it possible to see rejection as not so
much rejection, but as the exercise of freedom by the friend?"
Implication Fifteen
It was found that relaxation exercises that captured the
attention and miagination of the students produced a productive atmosphere
for increased involvement. However, only two presently exist in the
experience. Therefore, more of these relaxing exercises or similar warm-
up activities should be developed and included. Earlier in the study the
theory of how relaxation helps increase satisfaction was explained. These
results are in keeping with this theory, i.e., relaxation helps a Derson
enjoy things where tension deprives a person of enjoyment of things.
Implication Sixteen
Killer Statements were found to be a major cause of lack of
involvement and lack of attempts to understand others. Although several
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attempts were made to decrease the effect of such statements, more attention
should be given to this area to improve the environment for friendship
building. How could this be done? The first step is to call the student's
attention to Killer Statements and their effect on the atmosphere of the
class. Secondly, a conviction must be built that killer statements can
be stopped and that they should be stopped. Lastly, if the group can
experience the good effect of "Builder Statements" a significant step will
be taken toward improvement of the environment for friendship building.
Implication Seventeen
The approach of using a safe environment as a setting for
building one's confidence in his friendship building ability seems to be
a sound one that can prepare an individual to become more involved with
and understanding, to others. This approach should therefore be continued
and developed further. Part of the further development should take the
form of investigating the effect that success in the experience has on
increasing involvement and understanding outside the experience. This
is an area that was not attended to in the short sixteen day experience
However, if these exercises are to have any lasting value they must have
a real effect outside the classroom. This application could be done in
the classroom the participant could practice a skill for a period of time
inside the classroom. They could then make resolutions, attempt to carry
out the resolutions, and then report back to a small support group of
peers. The peers could discuss the success or lack thereof and make
suggestions for the next try.
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Implication Eighteen
The importance of having the participant adopt and strive for
the increased involvement and understanding, stated in the guidelines,
seems a cardinal point and should be continued. If the participants are
not attempting to increase their own involvement and understanding skills
they might do all the exercises with little effect. On the other hand,
if the desire is there, an increase could happen even without the exercises.
This implies that some time must be spent on permitting the participants
to chose for themselves. This was the intent of the "Direction Machine."
RECOMMENDATIONS FOR FUTURE RESEARCH
This study is not seen as the final word but as the first step
toward a deeper investigation in the area of identifying and developing
the basic skills of friendship building. The following recommendations
for future investigation and the refinement of the experiences are based
on the conclusion stated above.
1. The results give indication that the experience was
somewhat successful in increasing some areas of involve-
ment and understanding. Beyond this, the series of
exercises needs to be refined before being made available
to the classroom teacher. For this purpose, the
exercise?
-
and the daily feedback are presented in great detail
in
this report.
The variables concentrated on in the series
might be
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enlarged to include areas other than involvement
and understanding. Three high priority items of
investigation should be methods by which to build
a trusting atmosphere in the classroom by (1) learning
to control Killer Statements, (2) learning to
interpret and respond to the needs of others, and
(3) learning to carry the skills of friendship building
into out-of-the-classroom situations.
These exercises were used to increase the inter-
personal competencies of becoming involved and in-
creasing understanding on the seventh and eighth grade
levels. Since building a relationship and friendships
are important at both younger and older levels of
school, they might be adapted and expanded to both
younger and older groups. In this expansion attention
should be given to what is risk and what is satisfying
these different levels.
These exercises could be adapted to other groups, e.g.,
husband-wife combinations and parent-child groups. It
is also conceivable that a University level course might
be offered as a basis for further developing the research.
An organization could be formed by people who would like
to further identify and develop the basic skills of
friendship building.
The Friendship Focus techniques could be further refined
to become a more useful and reliable instrument to aid
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the development and identification of the basic skills
of friendship building (Appendix III)
.
6. The interpersonal competencies scale (Appendix X)
,
Involvement scale, and U-I Understanding Scales need
further development.
7. The Basic Theory in this study should be refined,
using the implications and conclusions set forth in this
study. Such refinement is especially needed for the
Friendship Focus. (During the period of writing this
study, the researcher became aware that the ability to
enjoy others can be viewed as a variable that both
begins friendship and enhances the ability for self-
actualization and the simultaneous enhancement of others.
The ability to enjoy others and show them that their
goodness and excellence is honestly enjoyed has deep
implication for the building of deep friendships.
8. After additional research, a book might be written
entitled, MHow to Build a Deep Friendship." It could
contain basic theory of friendship as well as a number
of practical exercises that the individual readers or
pairs of readers might practice in daily life as a means
of developing the basic skills of friendship building.
APPENDICES
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APPENDIX I
STUDENT FEEDBACK SHEET NUMBER ONE
Given: May 19, 1972
FIFTH DAY OF I. C.
DIRECTIONS: FILL IN THE OPEN SENTENCES.
During this past week I enjoyed the most. . .
My partners have been . . .
The thing I would like most to do next week is. . .
The thing I enjoyed the least this week was. . .
My goals in this class are. . .
I hope Ray will. . .
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APPENDIX II
FANTASY TEST
Given May 23
Due May 25
The Fantasy Test is an adaptation of the Thomatic Apperception
Test (TAT) developed by Murray and his staff at the Harvard Psychological
Clinic (Murray
,
1938). The students were given two stories, and asked
to complete one of them. One of the stories was a negative and one was
a positive happening concerning friendship. The choice of the story was
part of the test. They were then asked to complete three questions. The
directions, stories and questions are given below.
The purpose was to find out whether the students would find it
more desirable to complete the negative or positive story. It also
attempted to find the cause of the joy or sorrow, tomorrow's expectations
and each student's conclusion to the story.
This test was handed to the participants on May 23, and they
were asked to complete it by May 25. Since the facilitator was absent
May 24, some of them did the exercise in class on that day. The rest had
to do it as homework. (These were the seventh and eighth days of the
experience.
)
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The test stated:
DIRECTIONS: Please choose one of the following and complete the page.
ONE The student is so angry that he/ she is in his/her room with
the door locked. He/She wants to see no one. It all started
with his/her friends. And what is worse, it looks like
tomorrow will be worse than today. He/ She would like to just
drop out from school.
TWO The student is running home. He/She is very excited. It all
started with his/her friends. And the best thing is, tomorrow
looks like it will even be better. He/She can not wait to go
to school.
PICK ONLY ONE OF THE ABOVE AND TELL A STORY ABOUT IT. INCLUDE THE THREE
THINGS BELOW.
I PICK NUMBER
WHAT HAPPENED?
WHAT DOES HE/SHE EXPECT WILL HAPPEN TOMORROW?
HOW DOES THE STORY TURN OUT?
SUMMARY OF THE RESULTS ON THE FANTASY TEST
The majority of both the low seventh and high eighth chose to
write a positive, joyful fantasy about friendship. An even larger number
of both groups ended their fantasy on a positive note. The middle seventh
group chose evenly between writing positive and negative fantasies about
friendship. They also chose evenly between positive and negative
endings. In a large number of cases, the laughter of friends was associated
with the cause for anger in the negative fantasies. The cause of the
anger could be failure of a test, clothes one was wearing, or pants falling
off, but being laughed at by a friend was included.
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APPENDIX III
FRIENDSHIP FOCUS
In Chapter I it was stated (p. 15 ):
"Both literature and experience make it seem
reasonable to accept the following assumption:
’When speaking of friendship there are certain
commonalities that can be found in most friend-
ships and above these, each friendship is unique
according to the uniqueness of the individuals
in the relationship."
The theoretical variables for friendship building have been set forth
in Chapter II. They were tested in the first four tests given in the
series. Another concern of this study was to determine the variables
that the participants involved in the experience actually considered
basic to friendship. Since the researcher recognizes that some variables
will change as need changes with time and place, the identification of
this variable needed to take place during the time of the experience.
The Friendship Focus was developed as a means of facilitating the
discovery of the variables that the participants in the series of
exercises considered basic to friendship building. Its purpose was to
help each individual discover the variables of friendship building that
seemed important to him/her at the time of the study.
The Friendship Focus is an adaptation of Hutchinson's
"Operationalization of Fuzzy Concepts" (1970, 1971), with refinements by
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Reed (1971). Prior to the Friendship Focus's use in this study, it had
been pilot tested on four different groups - teachers in a Values
Clarification Class at the University of Massachusetts, freshmen co-eds
at Springfield Technical Community College, doctoral candidates in the
Humanistic Education Center of the School of Education at the University
of Massachusetts, and seventh graders at South Hadley Intermediate School,
South Hadley, Mass.
The procedure for the Friendship Focus is as follows:
A. Make a list of the people you have known who fit some placed on this
continuum
:
Good Experience Good Friend
(single time) (many good experiences)
To help you think of people, you might think of the following time
spans: pre-school, grades 1-3, grades 4-6, or the present. Or thinking
of the following places might help you lengthen your list: in the neighbor-
hood near your home, at camp, at school, at work, in the park, at church.
Originally the directions were, "make a list of your friends." But it
was feared that if some students considered themselves friendless, they
might be embarrassed. To avoid this embarrassment, the directions were
changed to the continuum on the assumption that everyone would have had at
least one single good experience with another person.
Now let us suppose that you are going to meet a person tonight with
whom you will spend a considerable amount of time during the next five
years. In fact, this person will eventually become your best friend.
Using the list you have just made, describe this best friend you will
meet tonight the way you would want him or her to be.
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C. Now that you have described this best friend, complete in as many
ways as you would like, the following sentence:
"My best friend would never.
. .
M
D. The students were then asked to examine the list of "My best friend
would never. . ." and see if they could think of anything to add to the
list by thinking of the opposite of what "My best friend would never. . ."
E. The participants were then directed to form groups of four. The
purpose of the group was to share thoughts on what a best friend might
be so that each person could round out his own description. They were
asked to take turns slowly reading their list. If they wanted a
clarification, they could stop the person and ask him to explain. If
they liked anything that the person had on his or her list, and if they
did not have it on their own lists, they were free to put it on their
lists. The fact that they put in on their lists made it theirs.
F. The group then made a list on a board of all the things on any list.
They took turns writing the most important thing from their lists that
no other person had added.
G. Each person was then asked to give rank order for the top eight items.
They were to rank order the items from eight to one giving the greatest
weight to the most important item. Each item was written on a different
piece on which its weighting was included. The slips were collected
and the items were totalled (Reed, 1971).
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Summary of Data From Friendship Focus
The participants in the series of experiences and the groups
in which the Friendship Focus had been pilot tested identified three
variables common to friendship. These variables were trust, ability to
share, and a zest for life, in that order.
The manner of identifying the three variables varied from
group to group. For example, many of the junior high students would
express trust as "will not tell my secrets." The adults simply stated
"trust." Two qualifications were indicated by the adults that were
omitted by the junior high students. All the adult groups included the
phrases "open and honest" or "real" as a part of a description of friend-
ship. All of the student groups omitted these qualifying phrases. Thus,
a clear cut difference existed between the qualifying statements given by
these two groups.
All of the adult groups included at least one, and sometimes
several, of the following: "responds to my needs,
"
"cares," or "is
considerate." Among the student groups, only the pilot seventh grade group
weighted "does favors," and 8-K of the high eighth group rated "care and
help" as the fourteenth in rank of importance.
The last variable to be discussed here is "understanding.'
Division was manifested about this variable but not along adult vs. junior
high student lines. The doctoral students and both low and middle
seventh grade groups excluded any mention of "understanding."
The
seventh grade pilot group and 8-G weighted "understanding"
number one
and 8-K weighted it number two. The teachers and the freshman colleg
girls both included it, eighth and fourteenth respectively. The
doctoral stuaents in humanistic education,
seventh grade groups omitted it totally.
low seventh and middle
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APPENDIX IV
DIRECTION MACHINE
Given: May 26 and 29, 1972
Sessions 9 and 10
1 . HAPPENINGS + CONFRONTATIONS
2 . LIST RESPONSES
3. RECOGNIZE PATTERNS
I
\
\
4. \ ACCEPT THE PATTERN (OWN
\
THE PATTERN)
\
5. CONSEQUENCES OF
PATTERN
6 .
7.
ALTERNATIVES ALLOWED
1
Lake
i
EVALUATIONS
8 . CHOOSE
* V'
I interact with a situation
consistent with being uniquely
me.
My responses tell me something
about me. What is really me?
What is typical of me?
What do I get out of acting that
way? How does the pattern
serve me?
What could happen in my life
because of this pattern?
What effect does this pattern
have on others?
What other patterns could I
follow?
What other patterns am I willing
to do?
What are the results of the new
patterns. (Go from 1-5 again)
What do I want to be me? Knowing
what it costs #4 and consequences
# 5 and alternatives #6 and their
evaluation // 7 what do I want to
really be me? CAN I BE WHAT I
WANT TC BE? CHOOSE
ME ** THE WAY I WANT TO BE
[Ideas for the direction machine from Weinstein's Trumpet, cf. Weinstein,
1970, p. 162.]
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5.
CONSEQUENCES OF PATTERN
What happens in your life because of this pattern?
What could happen in your life because of this pattern?
Suppose you were frozen into this pattern for the rest of your life,
what would happen. . .
What precautions would you give somebody before using your pattern?
List the advantages and disadvantages of having this pattern:
ADVANTAGES DISADVANTAGES
6.
ALLOW ALTERNATIVES
What are different ways of acting?
What one of the above ways of acting would you permit yourself to follow?
Fantasize yourself trying one of the ways you would not permit yourself to
act. What is the worst that could happen? What is the best? What probably
would happen?
TRY SOME ALTERNATIVE FORMS OF ACTION.
7
.
MAKE EVALUATION
What happened when you allowed yourself the new behavior?
Worst? Best?
Probably?
Review #4 and #5.
8.
CHOOSE THE WAY YOU REALLY WANT TO BE - PRACTICE
TO BUILD A HABIT.
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DECISION MACHINE ON INVOLVEMENT
1. HAPPENING In the last two weeks there have been eight opportunities
for picking or being picked as a partner.
2. LIST RESPONSES - List the partners that you have picked.
List the partners that have picked you.
3.
FIND THE PATTERN
Did I go out and pick my partner?
Did I pick only people I knew
already?
Can I enjoy meeting someone new?
Did I wait till someone picked me?
Did I pick people I would like
to know better?
Did I get "up tight" when meeting
someone new?
What is more like me outside the school - Picker or waiting to be picked?
Have you acted in class the last two weeks as you usually act outside of
class?
Have you done anything that surprised you during the last two weeks?
What actions that you used in getting a partner is least like you?
4.
OWNING THE PATTERNS [ACCEPTING THE PATTERNS AS BEING YOURS]
How does this pattern serve me?
What do I get out of this pattern?
By acting this way, what am I safeguarding.
What does it give me?
How does this pattern make me feel good?
What part of the pattern am I dissatisfied with?
183
APPENDIX V
IMPORTANT INCIDENT
On the fourteenth day of the experience the participants were asked
to write an important (critical) incident about aspects of their friend-
ship building patterns. They were asked to hand it back two days later
on the fifteenth session (June 7, 1972). The use of this "important
incident" followed a technique developed by Arthur Combs and staff at the
University of Florida (Bender 1965; Vonk, 1971). The direction sheet is
given on the next page.
In Chapter I all friendships were cited as possessing certain
commonalities due to the common nature of man. Each friendship was
recognized as unique because of the uniqueness of the individuals in the
relationship. The Important Incident was used to gather information
about the different aspect of the uniqueness. Most of the incidents were
centered around a combination of the following items: Where we met;
How long we remained best friends; What broke up the friendship - Fighting,
Parental Influence; Trust; Common Activities; and Value judgements about
the friend or friendship.
Summary of Contents of Important Incidents
Generally, the participants met either at school or in the neighborhood.
Some few met on camping trips. Of the two former (school or neighborhood),
the neighborhood was by far the most frequent place where they had met.
This pattern might become all the more significant and understandable
' 184
DIRECTIONS: IMPORTANT (CRITICAL) INCIDENT
Given Monday, June 5, 1972
Due Wednesday, June 7, 1972
Recall and describe an Incident from your past experience with a friend,
or with someone whom you wanted to be your friend, that was very Important
to you.
EXAMPLES
How the best friendship you ever had began.
How you and your best friend met.
How you and your best friend broke up.
How you wanted to make friends with someone and he would
not have you.
How your best friend always makes you feel he is a friend
and is there when you need him.
How it became evident that no one could be trusted.
EMPHASIS
How YOU acted. What YOU did. How YOU reacted when. . .
THINGS YOU WILL WANT TO INCLUDE
What things lead up to it. The situation just before it happened.
What happened.
What did YOy do?
How did you feel about it then ?
How do you feel about it now?
Why was this so important to you?
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when the results of the friendship exercise called the Friendship Focus
are considered. Sharing was regarded by the participants as a significant
variable in friendship building. From the analysis of the critical incidents
the types of sharing most frequently referred to were travel and sports.
Since shared leisure time is so significant for friendship, the obvious
place for friendship building is the place where leisure time cai. be
shared, i.e.
,
the home neighborhood.
For some students, the average time of the best friendship was
about two to four years. When the termination of the friendship was
discussed, three patterns were mentioned. The most frequently reason
given was that the best friend had moved away. The next most frequent
reason given was that fights or other friends had caused the best friend-
ship to end. The least frequent item mentioned was that the best friend-
ship still continued. The writer would indicate his joy at this happy
situation.
A consideration of all the responses shows that the value expressions
about the best friend or friendship were relatively few. Some of these
expressions were:
[About a dead friend] "She had been a friend for
such a long time. I'm glad I had that opportunity.
[M.G. 8-K]
"I think I am a Very, Very, Very lucky kid to have
a best friend like I have." [P.L. 8-K]
"This is so important to me now because if I didn't
have a good friend I would have a lot of idle time.
[J.G. 8-K]
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The following is a most mature value statement about a friendship that
was crumbling:
A lot has gone on and now I'm the richer
for knowing Sue Hooton and being her friend
for a short eight years.”
The following was presented as an exception:
"I knew by the time we got to Vermont what
a wonderful person Janie was. . ."
These two statements made up part of the very few statements about the
friend's wonderful characteristics.
Most of the time was spent in talking of activities done
together. The only general exception to this was a statement that the
friend could be trusted. A statement of this kind was usually stated
something like ". . .we share all our secrets."
The subject of fighting came up frequently. The writers stated
that they never fought with their friends. Other writers stated that
they fought with their friends but made up within two or three hours.
A most surprising observation was the frequency with which
parental influence (especially that of the mother) was noted in the
friendship pattern. At times the writer would state "Her mother was
my mother's best friend," or "My mother invited her over to play with me,"
or "I took my friend home and my mother liked her." This was especially
true of the friendships established early in life.
Analysis of these Important [Critical] Incidents revealed that
the best friend usually lived in the same neighborhood as the reporting
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participant. The friendship covered an average span of two to four years,
and if terminated did so because one of the partners had moved or had
gained other friends. The activities the friends shared were play activities.
They rarely stated how valuable their friends or friendship was. Trust,
expressed in the form of sharing secrets, had frequently beena part of the
incident. Finally, mothers were frequently mentioned, especially during
the participants' early years, as bringing the partners together.
APPENDIX VI
STUDENT FEEDBACK SHEET NUMBER TWO
Given, Monday, June 5, 1972
Session Fourteen
Last week we talked about alternative ways of behaving when
choosing a partner (picker-pickee, choose old friend-meet someone new,
etc.).
My resolution was. . .
I actually did. . .
The number of new partners I resolved to meet was •
The number of new partners I actually met was .
Last week something someone did to make me feel more friendly was
Last week something someone did to make me feel less friendly
was
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APPENDIX VII
FEEDBACK SHEET AFTER DYADIC ENCOUNTER
Given June 7, 1972
Session Fifteen
DIRECTIONS: PLEASE COMPLETE AT LEAST ONE SENTENCE IN EACH PAIR.
(You may fill in both if you elect to.)
1. I enjoyed my partner because. . .
I did not enjoy my partner because. . .
2. One of the nicest things my partner said was. . .
One thing that I liked least that my partner said was. . .
3. I liked this dyadic encounter because. . .
I did not like this dyadic encounter because. . .
4.
In the last two classes, my partner and I have. . .
APPENDIX VIII
DAILY EVALUATION OF THE EXPERIENCE
BY THE PARTICIPANTS, COOPERATING, TEACHER, AND FACILITATOR
The data in this appendix comes from three sources: the
daily written observations of the cooperating teacher, the daily written
record of the facilitator, and the written feedback of the participants
on the fifth, ninth, tenth fourteenth, and fifteenth days of the
experience respectively.
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Evaluation of Session One (Monday, May 15, 1972)
This first session contained the presentation of goals,
relaxation, milling, and a three-wish fantasy with a partner. Conditions
were not ideal for beginning the study. It was a cloudy Monday morning
and the supporting teacher was absent. There was a significant amount of
challenging given to a new teacher who was presenting a new experience.
The high eighth groups adapted themselves to the experience much more
easily than did the seventh grade groups. The eighth grade classes
appeared to be more aware of things and appeared to be much more willing
to get involved in something new than did the seventh grade classes. In
the middle seventh treatment group, a boy named Steve spent the entire
class challenging the researcher and was set on causing the researcher
to yell at him. In the low seventh, a hyperactive girl named Carol caused
a good deal of disturbance which caused a general reaction against her by
the other twelve in the class. In both seventh grades there was much
giggling. This giggling did not generally exist in the high eighth grade
groups.
At the -end of the first session the researcher observed:
1. He really needed the supporting teacher;
2. The eighth grades had reacted much differently
to the exercise than had the middle or low
seventh grades;
3. The middle and low seventh grades giggled at
many things that were done. Their giggles seemed
like an expression of uneasiness with the program
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and/or with the facilitator. The researcher
believes it was probably the latter, particularly
when the absence of the cooperating teacher is
considered.
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Evaluation of Session Two (Tuesday, May 16, 1972)
The cooperating teacher had returned to class and it made
a vast difference, particularly with the seventh grade groups. The
researcher and the teacher strated each activity (such as the Magic Box)
prior to class participation in the activities. This clarified what
was to be done and it also pointed out to the students the meaningfulness
of these games. The groups, even the low seventh, began to comprehend
what was meant by ’’understanding another as if in his or her shoes."
In the middle seventh, Steve was still causing trouble, but the
teacher was able to handle him. This gave the researcher an opportunity
to concentrate on facilitating the exercises. The middle seventh
showed real interest when the researcher told them of his feelings. At
the end of class, they asked the supporting teacher and the researcher to
continue role playing. Several role play activities done by the students
proved outstanding when done publicly after first being prepared in a
small group. The students listened to the explanation of Killer State-
ments but some were not certain that Killer Statements could be eliminated
entirely.
The supporting teacher observed that in the high eighth (8-K) ,
there were very few volunteers for doing things publicly. She also
noted that there was general enthusiasm for most activities; however,
several students did not have partners. The middle seventh grade,
characteristically, did not pay one hundred percent attention. The low
seventh, in particular, thought that dropping Killer Statements for
three weeks would be impossible. Gary did not participate because
the
only partner left was Patty, and he would not accept a girl
partner.
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Evaluation of Session Three (Wednesday, May 17, 1972)
The session was started with the exercise "No Right Answer."
The exercise lasted approximately eight minutes, and was very well
received. It produced a calming effect and therefore raised the students
desire to enter more intensely into the experience.
The Interview of a Celebrity" followed. This exercise was to
provide each student the opportunity to be totally understood in the
role of a celebrity. After the pairs interviewed each other, the
volunteer partners were to tell what they learned about each other. At
this point, a very curious thing happened. The low' seventh students
did not want to interview each other in pairs. They wanted to do it by
public interview before the class. The middle seventh interviews went
well. The high eighth (8-K) session was the best, with real depth of
understanding demonstrated before the entire class. This session had to
be continued on Thursday for 8-G because it had a short period. When the
students got up for public interview of a classmate as a celebrity, many
Killer Statements were made. The remainder of the period was spent in
a discussion of Killer Statements. An increase in the number of boy-
girl partners was noted for the eighth grade participants but for no
others. The classroom teacher observed that there were no Killer State-
ments made that day by members of the middle seventh group.
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Evaluation of Session Four (Thursday, May 18, 1972)
A discussion of Killer Statements was well received in all
classes but the low seventh, where "Killer Statements, or put down,
were common. The supporting teacher observed that Mark of the middle
seventh made Killer Statements to his group and then deterred the activity
by refusing to let other members make such statements. In this middle
seventh, six quartets were formed with boy-girl combinations, and
integrating the sexes did not prove to be a problem.
The Vegetable Interview was highly successful in helping the high
eighth (8-k) share feelings with one another. In the middle seventh, the
energy level was very high. The researcher asked all pairs to join a
pair of the opposite sex. All but one set of girls did so. One girl
came up and asked, "What if a kid is giving you a lot of Killer Statements?"
The students in the group were at least showing an awareness of killer
statements. Again, the low seventh group did not want to form quartets.
They elected, for the second time, to do their interviews before the entire
class. Class 8-G did not do this last exercise because it was finishing
the Wednesday exercise.
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Evaluation of Session Five (Friday, May 19, 1972)
The story telling technique was used to determine the students'
thoughts regarding friendship. As each student added his sentence
to the story, it became more fantastic. This seemed to indicate that
the students interpreted the situation as an opportunity for out-talking
each other.
The Slave Selling produced an interested side light in the boy-
girl involvement among the seventh grade classes. Middle seventh grade
students joined the groups that agreed with each particular student's
choice of answer, rather than showing a sex preference. However, the
low seventh students refused to join groups by the answer preference of
each student. After the individual had decided what the answer should
be, and went to the group holding that answer, boys and girls holding
the same answer would not mix in a group. Despite not mixing during
this game, the classroom teacher noted:
"Patty remarked today that for the first time the
boys in the class played games with the girls."
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Weekly Evaluation of Sessions One through Five (May 19, 1972).
At the end of one week the facilitator made the following
generalizations
:
Involvement
!• The seventh graders, especially the low seventh,
refused to get involved in a boy-girl partnership.
The eighth graders showed a bit of hesitation to
form a boy-girl partnership. However, the majority
were no longer afraid of this involvement.
2. The general atmosphere of trust was somewhat lacking.
Killer Statements and their accompanying fear and
lack of trust were generally present. In the low
seventh, open hostility was manifested and Killer
Statements frequently made. In the middle seventh and
half of the high eighth (8-G)
,
there were still a
significant number of Killer Statements. In half of
the high eighth (8-K) , there was a general lack of
— Killer Statements and a much greater atmosphere of
trust and sharing.
3. Generally, most students were willing to choose
different partners for each exercise. However, two
things should be noted: There were still one or two
students in each class who were very hesitant about
getting involved in any way. These students had usually
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been shy. Second, the involvement was usually
with an old friend rather than a classmate who
was not well known by a participant.
Understanding
There was a general willingness to share feelings on low risk
exercises, that is, students were more apt to let themselves be under-
stood at this level. Observation confirmed the assumption that if the
atmosphere of trust was increased the willingness to share feelings was
increased. Once this was done, deeper understanding seemed to follow
more readily. The groups evidenced willingness to share feelings on
low risk things such as the Vegetable Interview.
Student Feedback on Fifth Day
On the fifth day, each student filled out a feedback sheet
containing six questions. A summary of the answers follows: (See
Appendix I for feedback sheet entitled "Fifth Day of I.C."
The directions stated, "Fill in the open sentences."
"During the past week I enjoyed the most. . ."
This question was answered in an extremely wide range of
ways; some forty different types of answers were given. Four students
in the low seventh and three other students from other levels simply
stated; "Everything." Only two students who were present failed to
answer the question. The middle seventh students merely filled in the names
of the exercises they most enjoyed but gave no reason for their choices.
The Vegetable Interview and Magic Box proved to have been most
popular exercises for the thirteen out of thirty- two votes.
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The most insightful answers were given by high eighth grade
students. Some samples of these answers follow:
• •
• getting to know people I don't usually talk to."
. .
.
just talking to everybody and understanding people."
... putting yourself in someone else's place."
"... being an active listener."
"... talking about future hopes."
"... relating to my partner."
Several others were very supportive of the facilitator:
"... the way you teach."
".
. . being with you."
"... being Ray's partner."
The fourth question, "The thing I enjoyed the least this week
was. . ." was the negative of the previous question. The most frequently
stated answer was, "Nothing." This was the answer 73 per cent of the low
seventh and 43 per cent of the middle seventh. In the high eighth, 50
per cent of 8-K answered "nothing" or left the space blank whereas only
10 per cent of 8-G left the space blank. In the middle seventh one person
reported that he had enjoyed Steve and Peter "goofing off." Each of the
following categories received about 4 per cent of the negative answers:
Vegetable Interview, Celebrity Interview, Magic Box, Fantasizing with
Head Down.
The next open sentence read, "My goals in this class are. . .
This question was asked in an attempt to see how well the participants
had conceptualized the goals after five days of practice. Eighty-one
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per cent of the high eighth, 61 per cent of the middle seventh, and 53
per cent of the low seventh stated some goal related to friendship. Only
15 per cent in each group mentioned anything specifically about increased
involvement or understanding. The average response to the open question:
"My partners have been. . ." was a list of four names. Several had as
many as six or seven different partners. A few had only one partner listed.
It can be seen that the average student chose to become involved with
more than one person but also talked to the same person more than once
during the week.
The most frequent answer to "The thing I would most like to do
next week is. . ." was "to go outside." Twenty per cent left the question
blank. Thirty per cent indicated they would like to continue the game
"as we have been." A few mentioned specific exercises they would like to
do again. Ten per cent of the eighth grade asked for boy-girl involvement
in the following manner:
".
. .
make everyone go boy-girl so new relationships
can be formed."
"... find out how to make conversation between two
people, like boys and girls."
"... pick a girl partner."
The last question "I hope Ray will. . ." was an attempt to
measure participant feeling and facilitator performance. The participants
were thus allowed to state any negative feelings about the program
or
the facilitator. In the low seventh there was only one
space left blank.
Almost all indicated "Stay" in some manner. One answer
read". . . Stay
longer than three weeks." Another had STAY in large
letters that spread
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across the back of the sheet.
The middle seventh students replied in a similar way but left
more blank spaces - 15 per cent of the spaces were blank. About 70 per
cent answered "Continue this way" or "Stay" in some way. The remainder
made a wide gamut of statements, such as "be successful" and "be my
partner next week."
A little over half of the high eighth graders said "Stay" or
"continue as we have been." Fifteen per cent did not answer the question.
About 15 per cent answered negatively. About one half of these negative
answers concerned the facilitator’s overuse of the word "neat." The
remaining 20 per cent covered a wide gamut of statements.
Summary of the Fifth Day Feedback
There seemeid to be a very positive reaction to the experience.
There were a wide variety of reasons for this reaction, among which were
the following:
1. "... happy to be playing games."
2. "... glad not to have class."
3. " , , . enjoyment due to involvement with classmates.
4. "... pleased to learn about friendship.
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Evaluation of Session Six (Monday, May 22, 1972)
The teacher and facilitator role played. The first made Killer
Statements about each other and then explained that they had been role
playing. A discussion of Killer Statements followed.
The teacher and facilitator then role played, personifying a
precious object. The participants then chose partners and did the
personification of a precious object exercise.
The exercise afforded too high of a risk for the low seventh
students. Some students (like Carol and Pat) wanted to share. Donald
spent much time making Killer Statements until stopped. Gary, who
found it very difficult to participate or pick a partner, could arrive
at nothing precious. Since the personification of something precious
proved too risky for the low seventh, the exercise was changed to:
"either chose something precious" or something you really like."
In the middle seventh group an interesting thing happened.
When it came time to make groups of four by joining pairs, the students
preferred to show how well they understood their partners for the benefit
of the entire group. Several times during the first week of the exercises
the low seventh had had the same reaction to reporting in small groups.
This made the researcher wonder whether this reaction was caused by
nervousness or by a desire to share individual feelings with the entire
group
.
The classroom teacher noted that Steve showed disinterest when
he returned late from the office. She conjectured that he might have
been worried about other problems. When he did pay attention, he was
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responsible for several Killer Statements.
The high eighth group showed great interest as the teacher and
the facilitator role played the personification of something precious.
The students had widespread difficulty in selecting something precious
to personify. In the section where "something liked" was given as an
alternative to something precious, the exercise went better. Possibly
the keen student interest in the teacher -facilitator role play and the
' difficulty experienced in selecting something precious can be explain
by the high risk of the exercise. That is, the students were keenly
interested in the teacher-facilitator role play because they saw this as
very revealing of something highly significant about both people but,
for this same reason (revealing of something highly significant about
themselves)
,
found the exercise very risk demanding. The supporting
teacher also observed that there were no boy-girl combinations even in
the high eighth. This too can be seen as an indication of the high risk
nature of the exercise.
204
Evaluation of Session Seven (Tuesday, May 23, 1972)
The following directions were given for the Trust Walk which
was to. tale place outside:
1. Choose a partner.
2. Do not talk until exercise is entirely completed.
3. Have one partner lead and care for the other, who is to have
his eyes closed the entire time.
4. Try to have your partner feel the care you are taking of
him as you provide this unique experience.
5. After 15 minutes, return to the classroom and switch roles.
The middle seventh students were not attentive to the directions. Twenty
minutes of this activity proved to be too long for these students. None
of the students could refrain from talking for the entire twenty minutes.
The facilitator stressed the directions much more in the low seventh and
there was an improvement over the performan ce of the middle seventh.
However, the students placed almost no emphasis on "showing your partner
how you care." The major emphasis seemed to be on who could lead his
partner into the most trouble, including leading him through puddles.
The directions were strongly emphasized in the high eighth
grades. Some of the students refrained from talking for the entire
twenty minutes.
The following generalizations from all groups were made follow-
ing the Trust Walk in all groups:
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1. Not all students followed the directions
2. All students seemed to enjoy the activity
3. The students' goal seemed more orientated toward
thrilling their partners than toward instilling
trust in their partners.
By this time, the activities were beginning to draw attention from other
classes and other teachers. One math teacher asked if she could have a
"friendship day" in her class.
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Evaluation of Session Eight (Thursday, May 25, 1972)
This session was devoted to the Friendship Focus. The results
are recorded in Appendix III.
Evaluation of Session Nine (Friday, May 26, 1972)
For a copy of the Direction Machine, see Appendix III. The
low seventh had difficulty answering all the questions. As usual, Gary
was totally "out of it." The middle seventh also displayed an attention
span too short to complete the three pages. No class completed all
eight sections.
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Evaluation of Session Ten (Tuesday, May 30, 1972)
The Direction Machine exercise was concluded by having each
student write a resolution about how many new partners he resolved to have
during the next week.
General observations about Direction Machine:
On the eighth grade level it proved to be an
efficient means for provoking thought about patterns.
The exercise proved somewhat difficult for the seventh
grade group. This difficulty could have been lessened
by having the students do one or two steps at a time
(instead of all eight steps) . This exercise proved to
be especially worthwhile for the high eighth group.
The group then selected partners. The facilitator and teacher
became partners and role played the "Sports Hero I Always Wanted to Be."
The low seventh students had trouble se.lecting someone they wanted to be.
Brian and company led with Killer Statements. The middle seventh and
eighth groups accepted the exercise quite well.
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Evaluation of Session Eleven (Wednesday, May 31, 1972)
During the role playing, Gary finally got involved. The
supporting teacher wrote: "Gary finally got involved and did some role
playing and participated in the room decorating game. (He wanted to do
plays because he is one of the best readers of the group and can be
involved in that activity.)"
The room decoration exercise was partially successful. Some
took it seriously; others played when they got into their respective
groups of four.
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Evaluation of Session Twelve (Thursday, June 1, 1972)
SUCCESS SHARING
During the exercise that required writing about successes and
then sharing these accounts with a partner, on one part of the high eighth
had difficulty making a list of successes, whereas the other part did not.
The middle seventh and the low seventh groups had difficulty doing the
exercise. The low seventh made many Killer Statements. Generally, it
seemed that those people who had been having trouble getting involved
with their classmates also had trouble making a list of successes.
When the exercise was turned into a competitive game for the
middle seventh group, it was more successful.
The supporting teacher reported only three pairs of boy-girl
combinations in one high eighth group.
COMPETITION WITH THE VEGETABLE INTERVIEW
The competition brought a great deal of enthusiasm. Most
participants on all three levels really attempted to understand each other
as if in the other shoes.
The use of competition seemed to add an element of willingness
to the students' participation, but, on the other hand, it may have
decreased the desire to understand another and put the focus on winning.
However, possibly competition can be looked on as a low risk step
toward
learning to be understanding.
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Evaluation of Session Thirteen (Friday, June 2, 1972)
The reaction to the Coat of Arms was generally good. The
point of emphasis was that both partners had to be equally represented.
Each partner was to make certain that the other was represented in the coat
of arms. Some of the coat of arms were very well done; others were less
successfully done because some students failed to be serious about
the exercise.
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Evaluation of Session Fourteen (Monday, June 5, 1972)
This was a hot and humid day, even early in the morning. Mrs.
Beattie, the supporting teacher, was absent. The low seventh was the first
class met, and it was obvious that difficulties would be encountered.
First, the class were asked to fill out a feedback sheet (See Appendix
VI) and did this hesitantly. Next the facilitator tried playing a game
with them but they did not want to participate. The facilitator then tried
doing the exercise "How do you feel right now?" (recommended for elementary
level). That also did not work. The group wanted to go on a Trust
Walk again. Negotiations were made, as a result of which the students
promised to follow directions for the walk correctly this time. A second
Trust Walk was begun. Even Gary who had participated in very little else,
became interested. It was obvious to the observer that the major interest
of each student was to give his partners a thrill, not to instill feelings
of trust. Of the fourteen students in the low seventh class, eight said
they trusted their partner more after the walk, four said they trusted
their partner less, and two did not vote.
The middle seventh and the high eighth class members were more
intent upon giving their partners a thrill than in building trust. Generally,
however, they achieved much more trust building during this session than
they had during the first trust walk.
Following the Trust Walk, feedback papers about the Direction
Machine were distributed. When the Direction Machine feedback material
was collected, each student was asked to make a resolution about the way
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he chose to act during the next week. The feedback sheets taken during
this fourteenth session showed that almost all the low seventh group had
forgotten their resolutions. About half the middle seventh had forgotten
and about 30 per cent had remembered their resolution. Several did not
answer, and several more did not answer the questionnaire seriously.
Seventy—five per cent of the high eighth group reported that they
remembered what their resolution had been. Seventy—eight per cent of the
students who had remembered their resolutions reported that they had
fulfilled it.
The next question asked how many new partners they resoived
to meet. The average number resolved was three, though some resolved to
meet as many as eight. Most students had met the same number of new
partners as they had resolved to meet whereas some had met more than they
had resolved to meet. However, the average number that each student had
resolved to meet was three, and the number actually met was three. The
next question asked, "Last week something someone did to make me feel
more friendly was ..." Some typical answers were:
"... picked me"
"... actively listened to me"
"... accepted my picking them"
"... talked of something I liked"
The opposite question read, "Last week something someone did to
make me feel Less friendly was. . •" Some typical answers were.
"... Did not pick me"
".
. . said they were already picked when they really
were not"
refused my pick"
fooled around"
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Evaluation of Session Fifteen (Wednesday, June 7, 1972)
Each student was asked to choose his partner for the Dyadic
Encounter. The Dyadic Encounter was deliberately designed to follow the
second Trust Walk with the permanent partner. The Dyadic Encounter was
done with the permanent partner. The low seventh level students met
difficulty because the directions were worded above their reading level.
The low seventh partners did not work on the Encounter for an extended
time. (Gary who had not participated until Monday, again joined the
activities.) The low seventh students also were very slow in giving feedback
on the report sheets. The feedback sheet went much more easily with the
other groups. The feedback sheets asked the students to complete four
questions. Each of the first two questions offered a positive and
negative choice. In the low seventh, only one student of thirteen filled
out the negative of the pair, "I did not enjoy my partner because. .
In the middle seventh, the highest number of negative responses recorded
were 5 of 31. In the high eighth 5 of 56 possible negative responses
were reported. The negative responses followed two patterns. Samples
of the:' first pattern are:
"... she was silly"
".
.
.he gave stupid answers"
".
. .he got silly a lot"
".
. .he could not be serious"
Samples of the second pattern are:
".
.
.he always talked"
. .he used Killer Statements"
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. .he tried to make me mad”
The next two open ended statements in the Encounter were:
"One of the nicest things my partner said was. . ."
"One thing that I liked least that my partner said was. . ."
Many students, especially those in the low seventh and middle seventh
groups, had great difficulty answering these questions. Because the
answers to the first question (the positive one) of this latter group
offer good insight into the kind of things students of this age group
enjoy about such an experience, some of the responses are listed herewith.
To repeat, the question is, "One of the nicest things my partner said was..."
High Eighth:
"... yes, I know what you mean"
".
. .1 agree with you"
"... that I was a good kid"
"
. .
.1 was confidential with her"
".
. .he likes my answers"
"... I was fun"
"... She wanted to get to know me better"
"... that she knew me better now than before"
".
.
.1 was a good friend of hers"
"... that she liked the way that I was"
"... she enjoyed being with me"
"... that he could talk to me easily"
"... that I was accepted"
"... that he understood my point and he didn t
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laugh at the things I said that someone else
might have laughed at."
• . . she liked me" (This response was received several
times from different people.)
"... she agreed with me"
... he loved his animals and parents"
"... she feels down when I feel down"
"... that he understood me"
"... that she likes me much better than before
because she knows me better"
"... she doesn’t know what she would do without me"
"... she enjoys being my partner"
"... that I was the person who understood her most"
"... she was excited about knowing me"
The next two questions concerned the Dyadic Encounter. They read,
"I like this Dyadic Encounter because. . ."
"I did not like this Dyadic Encounter because. . ."
The low seventh had some difficulty answering the questions. Six of
eleven did not answer either one. Five answered positively and two
answered negatively.
In the middle seventh only one answered negatively and one out
of thirty did not answer either question. Three students answered both
the positive and negative parts, and 25 answered the positive half.
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In the high eighth there were three blank answers and nine
negative answers. Thirteen answered both and thirty-three answered the
positive half. Samples are given because these answers give insight
i-ftbo what students this age like and do not like about such an exercise.
Low seventh:
Positive:
"... I talk [sic] to her"
. .it was fun"
".
. . it is better than any outher [sic] work"
. .1 like it"
Negative:
"... there way [sic] no good things to talk about"
"... you can share each other's thoughts"
Middle Seventh:
Positive:
".
. .
now I know more about the people I was with"
".
. .1 got to know my partner better"
"... it help [sic] to get to know people"
M
. . .
I get to no [sic] the person so much better than
I did before"
".
.
.1 talked over the things we never talked about"
Negative:
",
. .1 don’t think you need to talk if you already
understand it"
"... somethings you don't want to talk about
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"... some of the questions were hard to answer"
High Eighth:
Positive:
".
. .we got to relate to each other"
".
. .1 know my partner"
... it let me get to know someone I hated and
thought was a real snob"
".
. . it showed us about ourself [sic].
".
. .it had neat questions to answer"
"... I got to know someone I didn't"
"... you can establish a real one-to-one contact"
".
. .it gave me a chance to see my partner better,
and see more good points"
"... you can learn to trust each other"
Negative:
".
. . it was stupid"
"... too many personal questions"
"... some of the questions were - - -
The one that said 'right now I feel about my partner [sic]"
"... the questions could only be answered if you totally
trusted your partner"
The last questions, a general feedback question about the last two days,
stated
:
"In the last two classes my partner and I have. .
The response ranged from blank spaces through superficial answers to insight
about friendship.
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Low seventh:
Positive:
"... been good partner”
"
. . . had fun"
"... talk together"
"... been enjoying everything"
Negative:
"... nothing to say"
"... have got [sic] to know him better"
Middle seventh:
Positive:
"... had a good time"
".
. . learned a lot about each other"
"... really got to know each other much better"
"... had fun and talked"
Negative:
"... achieved nothing because all she did was fool
around with Steve plus I can’t trust her"
".
. . learn [sic] to trust one another"
"... became better friends"
High Eighth:
Positive:
"... discussed points of interest to each of us"
".
.
.
got to know each other real good [sic].
"... not been able to say out [sic] deep down thoughts"
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• • • snjoyed being each other’s partners”
Negative:
”... I guess my other partner doesn’t like me. She
went with another person and left me out in the cold
and spoiled my whole day because I really like her as a
good kid. But she does not reallv care, 1 guess.”
... got to know her better. With the friends I have
none of them wants to be my partner just for a left
over”
[This came from Jodi, a bashful girl who had difficulty
being and outgoing person]
”... realized how much we were really alike and how
much we understand one another”
The supporting teacher noted the text of the Dyadic Encounter
was over the heads of the low seventh students. For the middle seventh
students:
"Mark didn't want to work with his previous partner. Mark
chose to pair up with Steve which was interesting because I
had the impression that Steve led a group that picked on
Mark. Steve was not toally interested in the exercise.”
She noted that 8-K worked well and 8-G "fantastically well - quiet and really
interested in their partners - three boy/girl combinations.
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Evaluation of Session Sixteen (Thursday, June 8, 1972)
This was the final session in the series. Permanent partners
selected another pair with whom to do the gift giving. Each person re-
ceived three pieces of paper which, being magic, would become what was
stated on the paper. Each wrote a gift for the other members of the group
and the gifts were exchanged.
The first class een that day was a high eighth, and the
exercise went rather well. The other high eighth group worked well,
except for a small disagreement while gift giving on the magic paper. In
a group of two boys and two girls, Alex gave a very athletic minded girl
the gift of being the "Female Jim Thorp." She became angry because she
did not want "Thorp's legs." Alex had meant well.
With the low seventh group, gift giving just did not work.
The facilitator tried several things, all of which did not work. Group
anti-role playing was finally tried. Typical of this group to the end, they
again proved more willing to work with the entire group than to work with
partners.
Because of a short period, the Strength Bombardment section was
only reached with two classes , the middle seventh and the high eighth. The
middle seventh group found the directions difficult. The girl s group
in the middle seventh had more success than did the boy's group, which aid
much cutting up. In the high eighth, the situation was different. One
of the boy's groups finished the Gift Giving section early and was
going
to do it a second time. The facilitator suggested they move
on to
Strength Bombardment section, which they did rather well.
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SUMMARY OF EXPERIENCE
Many times the girls in M-7 found it easier to do the exercise
than did the boys.
Boy-Girl pairs
In the low seventh, the boys and girls began to talk to each
other by the fourth day but never gained ease in each other's presence.
The high eighth found the choosing of boy /girl partners much
easier. The object of the resolutions that were made after the Direction
Machine had been completed was "greater involvement." The choice of
"greater involvement" became a source of pride when they found they had
achieved it (see feedback, fourteenth day). Higher risk taking exercises
tended to cut down the number of boy/girl pairs.
Exercise Difficulty
The low seventh group found many of the exercises over its head.
This was especially true of the Dyadic Encounter because reading was
involved in this exercise.
The high eighth seemed capable of handling all the exercises
well. The middle seventh assumed a middle position regarding the exercises.
Often, if the exercise seemed too risky, the students said it was a
"stupid" exercise.
Group vs . Paj r
Frequently, the low seventh students preferred to work in the
total group with the facilitator as mediator rather than in pairs. The
middle seventh expressed this preference only once.
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Involvement
Almost all students in all groups showed a willingness to get
involved with some classmates with whom they normally did not associate.
This trend can be seen from the resolution of the Direction Machine and
the feedback on the fourteenth day. Most students did become involved
with more classmates by the time the exercises had been completed. Students
who usually had trouble relating and becoming involved generally found
trouble in identifying successes from their past lives. Most students
who had at first had trouble becoming involved and picking a partner
did, finally, become involved. Notable examples were Gary in the low
seventh and Jodi in the high eighth. However, high eighth prime
discipline problem, Steve, remained a problem until the end.
Understanding
Many students reached out for a better understanding of their
classmates (see feedback on the Dyadic Encounter). However, about twenty
per cent to thirty per cent did not attempt to achieve deeper understanding
through this exercise. Games that demanded understanding of others were
usually well received. However, just how much carry over occurred between
the games and real life understanding is questionable. When the groups
finally got to the Dyadic Encounter they usually did well. The low
reading level class had the most trouble.
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APPENDIX IX
TENNESSEE SELF CONCEPT SCALE
At the suggestion of Dr. Fitts, author of the book Inter-
personal Competence: The Wheel Model
, and Dr. Warren Thompson, the
Tennesses Self Concept Scale was used. Dr. Fitts had developed this scale,
which was used in both the pretest and posttest to discover if any effects
were measurable after the experiences had been completed.
The form of the Wheel Model used was the one for Clinical and
Research use. This is a standardized, multidimensional scale. Fitts
described the scale as consisting of, M . . . 100 self descriptive state-
ments which the subject uses to portray his own picture of himself. The
scale is self administering for either individuals or groups and can be
used with subjects age 12 or higher and having a sixth grade reading
ability," (Fitts, 1965, p. 1). It is applicable to the whole range of
psychological adjustment, from healthy, well adjusted people to psychotic
patients.
The directions require the person to answer statements about
himself and others significant to him. The individual circles, on a
separate answer sheet, one of five choices.
The responses and their corresponding numbers are shown
below:
1. Completely false
2. Mostly false
3. Partly false and partly true
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4. Mostly true
5. Completely true
Fitts standardized the Tennessee Self Concept Scale by
developing norms from a sample of 626 people. The age range of those
sampled was from 12 to 68, and the participants came from various parts
of the country. There were approximately equal numbers of both sexes,
both Negro and white subjects, representatives of all social, economic,
and intellectual levels from 6th grade through Ph.D. degree. In his
study with a group of sixty college students, Fitts found that test-
retest reliability coefficients ranged from .85 to .92.
The Social Self Scale is of special interest in this dissertation.
Two broad generalizations can be made from the results of the TSCS.
First, It. must be concluded that there was no difference. when the test
was used to view the possible difference in the treatment group from the
control group after the experience. As were the Involvement Scale and
the Understanding Scales, the TSCS was used in both the pretest and the
posttest in the Solomon’s Research design. Each of the fifteen scales
listed in Table 5 was used with all three groups, low seventh, middle
seventh, and high eighth, to arrive at an F-Score for Control-Treatment
group differences, Pretest-Posttest difference, and Interaction. Only one
scale, the Family Self Scale was significant to the .05 degree of
significance for the middle seventh group. This means that out of one-
hundred and forty-five possibilities for a significant F-Score, only
one
proved significant. Therefore, it must be concluded that the
experience
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had little or no effect in these broad areas of self concept.
MEAN SCORES RELATED TO JUNIOR HIGH SCHOOL NORMS
Table 17 indicates that the middle seventh and high eighth
grade groups were very close to the norms on the first eight scales
listed. On some items they were a bit above the norm and on others they
were a bit below the norm.
The low seventh group was below the norm on all of the first
eight scales; these findings indicate that a low self concept is held
by junior high school students of their age group. Thompson (1972, p. 18)
indicates that self concept scores go up as people get older. Younger
people usually score below the general norms and elderly people usually
score above the general norms. If age can be taken as an indicator of
emotional maturity, then the low scores of the low seventh group might
be explained by their having lower maturity than the other groups. The
facilitator and classroom teacher agreed that this low seventh group was
less mature than the other two groups as a whole, though there were
certainly individual exceptions.
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APPENDIX X 229
INVOLVEMENT SCALE
INSTRUCTIONS
MAKE CERTAIN THAT YOUR NAME IS ON THE ANSWER SHEET.
This section is about how you see yourself in relation to the rest of the
class.
Put your finger on the first name on the class list.** On the scale below,
how do you see yourself related to that student?
Fill in the scale number (1, 2, 3, 4, 5) on the answer blank behind that
student’s number.**
EXAMPLE
STUDENT LIST 1. Jane Adams
You speak with her, just ’’hello" and general things like that.
Fill in blank 2 behind 1. on the answer sheet
The answer sheet would look like this
:
1 .
2 3
U Li
_4
i i
u
Do the same with each name on your class list.
RELATIONSHIP SCALE
1. We rarely speak.
2. We speak, but just "hello” and about general things.
3. We speak frequently about personal things and feelings.
4. We speak frequently about personal things and feelings and share some
secrets.
5. We speak frequently about personal things and feelings and share all
secrets.
**Each student received a numbered class list and an Optical Scanning
Corporation answer blank.
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APPENDIX XI
U UNDERSTAND SCALE
INSTRUCTIONS
List below the people in this class who really understand you as if they
were in your shoes.
Start on the line marked "41".**
If you feel there are none, please leave this section blank.
41 46
42 47
43 48
44 49
45 50
Rank each of the above on the scale below.
Put the score behind the appropriate number on the answer sheet.
SCALE
The individual understands me on:
1 2
few things
3 4
many things
5 -
everything
**Each person had the class list and an Optical Scanning Corporation
answer blank before him.
I UNDERSTAND SCALE
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INSTRUCTIONS
List below the people in this class whom you really understand as if
you were in their shoes.
Start on line "51".
r
If you feel there are none, please leave this section blank.**
51 56
52 57
53 58
54 59
55 60
Rank each of the above on the scale below.
Put the score behind the appropriate number on the answer sheet.
SCALE
I understand this person on:
1 2 3 4__ 5
few things many things everything
**Each person had the class list and an Optical Scanning Corporation
answer blank before him.
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